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. Preface

In 1972 Unesco convened the third International Conference on

Adult Education in Tokyo. It was evident not only from the broad -

participation §n the conference but especially from the interventions
and ‘the recommendations of the deltgates that much had changed
since the second world conference held at Montreal in 1g6o.

Whereas dt many past conferences much time had been spent -

bridging cross-national and cross-cultural views of adult .education,
the Tokyo conference demonstrated that a common language based
on a common body of knowledge and experience had emerged. Adult
education was no longer exclusively seen in terms of specific content,

. or levels, or methods of education. It had become clear that education

for work and for participation in cultural and civic life were not -

alternatives, but complementary activities. All levels from pre-literacy
education to post-professional training were taken into consideration,
along with all methods, from informal peer group learning to edu-
cation on the vast scale rendered possible by modern mass media.
- The comprehensive view of adult education adopted by the
conference did not, however, imply uniformity. On the contrary, the
needs and wishes of the learners became the principal preoccupation.
There was a lively concern with the particular nceds of various target

* groups, especially those who for one reason or another were under-

O
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privileged.

Adult education was secen to be emerging from its marginal

position in relation to formal educational systems and was moving
towarfls a central role in socicty’s over-all provision for cducation.

In order to situate the Tokyo conference in relation to recent
developments and to identify likely future trends, the Unesco General
Conference at its seventeenth session decided that a book shoald. be
published for a wide non-professional audience of people wh\o, in

“
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national and local decision-making bod{ésf, can do much to pro-
mote the education of adults.

The writing of this book was entrusted to Dr John Lowe, at that
time Dircctor of the Department of Educational Studies at the Univer-
sity of Edinburgh, who attended the Tokyo conference as a consultant.
Dr Lowe has had extensive experience in university adult education .
"both in the United Kingdom and clsewhere. He was the first - Pirector.
‘of.Extra-mural Studies at the University of blpaapore He has publish-
~ed Adult Education in England and Wales and has edited Adult Education
and Nation Building and Education and Nation Building in the Third
World. He has served on a number of national dnd international
bodies, governmental and non-governmental, concerned with the
development of adult education. -

The views cxprcssed in this publication as well as the sélection
and interpretation of facts arc naturally the responsibility of the
author and do not necessarily reflect the views of Unesco.

The designations employed and the prcscntatlon of the material
in this publicatien do not imply the expression of any opmlon what- .
socver on the part of the Uncsco Sccretariat concerning the lcgal
status of any country or-territory, or of jts authoritics, or concerning
the delimitations of the fronticrs of any country or territory.

1. Now with the Organisation for Economic Co-operation and Development

(OECD).

&
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* - Since the end of the Second World War, at intervals of roughly ten - -
years, Unesco’has organized a world conference on adult education.
_ These conferences are designed to take stock of achievements, needs - ,
and problems and to consider plans-for qualitative improvement and
quantitative expansion both at the national level and through the
machinery of international consultation and mwutual aid. Hist alng
faniz¢
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starved of funds and unsupporteyj by legislative provisions,
adult education seems at last om\the verge of emerging/in many
countries as an integral branch of thtxgducational systernh.-Che pros-
pects for expansion have been enhance ¢ plans drawit-up-for
and the dcliberations of the Third Internattonal Conference on
Adult Education, held in Tokyo from 23 July to 7 ﬁmgust 1972, the
largest assembly ever of its kind.

The first International Conference on Aduit Education to be
sponsored by Unesco ! had taken place at Elsinore in Denmark in1g49,
Denmark having been chosen as the venue because it was gencrally -
rcgardcd as one of the two ceradles of organized adult_cducation in )
its modern forms. Dominated by delegates from Western Europe,
the Elsinore Conference was preoccupicd with the concerns of indus-
trially developed countries. ® It also took a rélatively narrow view of

r. In 1919 a*World Association of Adult Education was formed which, in 1929,
arranged a so-called *world conferenee’ in Cambridge- (United Kingdom).
2. cf. A. 8. M. Hely, New Trends in Adult Education: From Elsinore to Montreal,

p. 33, Paris, 1962: ;Tlxc attitude which emerged from the discussions at Elsinore
‘rcﬂcctcd the essentially Western—if not West European—character of the .’
conference. When delegates spoke about the challenge to adult educators
created by the deterioration of the material, spiritual and moral fabric of
civilized life, it was natural, and possibly incvitable, that they should be ) o
speaking of the more advanced industrial countries of the world, and partlcu- ‘

larly of the industrialized nations of Western Europe.’
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‘ the functions of adult education and in the light of subsequent dévelop- . ;

: ‘ments unduly stressed the role of vr)luntary as opposed to govern- L
- mental organizations. :

Eleven years after Elsinore, a second mtcmatmna.l conference -
was held in %‘fontrcal (Canada), which explored the thgme of ‘Adult
Education in a .Changing World’. Here fifty-onc countries were
roprcscntcd as against twenty-nine at Elsinorc and the aims and s
functions of adult education were studied in, a global context. The
dclcgatcs agreed that it transcended both liberal and vocational educa-

. tion and included any organized attempt to educate adults.no matter - _
what its level or purposc. This was the first- international assembly !
. which, in" its Final Report, sct hfclo‘ng educatlon as a goal for the

future policics of governments:

e~

|
. Nothmg less will suffice than that pcopl'{ everywher }
come to accept adult’education as a normal, -and that govern- * |
ments should treat it as a necessary, part of the educatipnal |
provxsmn of cvery country. 4 "

|

\

\

|

Despite certain limitations, both the Elsinore and Montreal confer-
ences gﬁv ¢ an unmistakable intpetus to the expansion of- adult cdu-
cation in: hany countrics. S
. It was appropriate to hold thc third international contcrcnce o
~ ' in an Asian country culturally as well as gcographlcally remote from
a the Western Hcmlsphcrc To locate the conference in Japan was a
- felicitous idea for in 1972 that country celebrated the centenary'of the
foundation of a modern system of education. World astemblics tend -
to become known by the name of the cities in which they are held and
- the third international confercnce is cvcrywhcrc refél?;'cd to as the
. Tokyo Conferénce. - -~
During the twelve years that elapsed between the/ Montreal and -
_ \{ Tokyo conferences, érganized gdult education made nétable advances
«- >in almost every part of the world. The rate of public bartxcxpatlon in
¢ f&mal and fon-formal cducational activitics rose %mrply and the
nitnber of full-time administrators, organizers and teathers multiplied.
There was much greater emphasis on relating programmes to the -
everydgy problems of individuals and communities, and the launching
of many%‘functmnal literacy projects was a conspicuous indication
of this. potential contribution of adudt cducation to economic
.devclopment and environmental planning was more gcncrally
+  recognized. In a numbcr of Statcs, national working parties were

\

1. cf. ‘Itis to the great crcdlt of the Mon?x"cal Conference that it defined the prin- -

ciple and stated the fundamental role of lifelong education....” = Third" Infers .
national Conference on Adult Education: Final Report, Paris, Uncsco, 1972, herein-
. after teferred to as Final Report.

2. Uncsco, World Conferénce on Adult Education: Final Report, p. 9, Paris, ci.Jncs('t),
1960, hereinafter referred to as Montreal Conference, Final Report.

.

’ A ruText provided by Eric »
L’



o/ - o L - . . ; ' £
Intmd:}clian: ’ . *e
< R § IR b e e
a%poi'nted to examine the strong points and weaknesses of the existing :
prévisions and to mak¢ recommendations for their cxpansion and in a
- few States public co-ordinating bodics such as thc Kenya Adult .
Education Board were established. .

But if, since 1960, adult.education had become visibly less of a
marginal branch of education, it. was cvident Yo Unesco "when the?
time ‘came to plan the Tokyo Conference that the field remained *
weak In three- key respccts. “First, governments scemed reluctant

- .+ totreat the education of adults as an integral part of their educdtional |
" systems. S¢cond, cxcept in onc or two countrics, the fﬁ‘a‘l of financial"
support was dlgmally low. Third and aboyve all, those .who most-

needed education were not participating in adult education pro- *

gram‘mcsfbccausc by and large the lowoer the level of a person’s edu-
cation and the lower his occupatmnal status the less likely is he to

want to pursuc his education in adult life.
) 1\2 onc thing to itemize deficiencies and quite anothcr to demon- .

strate Dow they ﬁﬁ;cmcdlcd In preparing for the Tokyo Confer-

oo wnce, Unesco was mined, by designing onference likely to .
-~ . culminatein actfon, to focus the attention of d clcgates upon the crucial
question of ways and means rather than upon a reiteration of abstragt -
. principles. Theé specific terms 6f reference for the conference were
-.  brief: (a) to exafine the trehds in adult cducation durmg the last
dccadc (b} to consider the functions of adult cducation in the context
of lifclong educatxon, (c) to review™ the stratc#cs of cducational
developmcent in regpect of adult education. -
Ec agenda concentrated upon practical matters. It was arranged
that in the plenary scssion dglegates would consider adult education
within the context of national educational systems and the desir-
ablhty of extending cducational Hacilitics to all cmzens Two com- - -
missions would then examirnic proposals for (a) making more cfficicnt
the plannmg, management and financing of adult education’ and .
_°increasing international co-opcration and (b) maximizing the use ¢
of media, improving the staffing*of adult (:ducatlon and promoting ’
rescarch and development. , '«
The point of identifying important trends since ngo/was to
. % ascertain how successful achi¢vements might ‘be- reinforced. The
second aim of the conference was to sce where adylt education might
fit into schemes for introducing ‘lifclong learning systems. From the
. cnd of the sixties there had been much discussion about the desir-~ N
ablllty of implementing the concept of ‘necessary and lifelong educa-
tion’ optimistically heralded by the Montrcal Conference, but for
all operational-purposes it had remained little mdre than discussion.
The conference was accordingly expected to consider not only the
expansion and modification of adult cducation systems but the radical
. transformation of schogls and universitics ‘within an enlarged and
“xnore flexible educational framework

3 . \
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The third and main aim of the conference was to formulate conérete
policies foradult education within the context of national plans foreduca-
tional"dcevelopment. Thisentailed determining both short-termand Iong-
term priorities, the level at which planning should beinitiated and the re-
spective contributions of governmental and non-governmental agencies.
Planning for the Tokyo Conference took place at a time when
the performance of publi¢ educationatl systems was under heavy fire
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since’ 1960 and on the present s¢

and proposals Yor drastic cducational reform were being broadcast -
widely.. The ideas of thos¢ who seck reforms in schools and universi-
ties and those anxious to expand and diversify forms of adult education
broadly correspond. The two groups are united in their espousal of the
concept of lifelong cducation and in their‘cry for more comprehensive
and flexible educational systems. It was in recognition”of the trend
towards drawing together the several strands of education that Unesco
selected as the title of the Tokyo Conference ‘Adult Education in the
Context of Lifelong Learning’. The conference documents also'stressed
that the short-term futurce of adult education should be considered in
relation to the general aims of the United Nations Second Development
Decade. : :

- The Uncsco Scctetariat prepared two working dBcuments for
the use of delegates: the first, ‘A Retrospective International Survey
of Adult Education: Moﬁtrcal 1960 to Tokyo 1972’, the second, a
policy and strategics paper, ‘Adult Education in the Context of
Lifelong Learning’. The data presented in the retrospective survey
were derived from several sources, above all from replics to a detailed
questionnaire received by Ungsco from eighty-four Member States. The |
policy paper firmly placed adult education within the total educational
process, discussed the present impedimerits to its reform and expansion
and enumerated various ways of bringing about-more rapid growth.

In order to prepare for the conference, Mcember States were
encouraged to appoint warking groups or to institute national inquir-
ies for the purpose of furnishing basic information on developments
and stafus of adult education,
and of predicting future prospects anthgupplying information about
cfiective forms of international co-opefation. In the event thirty-
cight working groups were formed, of which twenty-cight submitted
detailed reports to JUnesco. A number of non-governmerttal organi-
zations, intcrnational as well as national, also subtnitted reports or
statements. There secms no doubt that such pre-conference activitics
led in a number of countries to a welcome increase in public esteem
and support for adult cducation. These preparations also produced
an immense amount of descriptive, analytical and statistical material -
which will occupy the attention of rescarchers for many years to come.

n

1. ‘This material is now available in the documentation centre of the Adult Edu-
cation Division of Unesco. Some of it is on microfiches.
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Thanks mainly to such careful prcparanon, the conference in_ ¢
Tokyo was a signal success; Nearly four hundred delegates repr
senting cighty-two States and thirty-seven intergovernmental an
non-gdvernmental organizations were gpresent to hear the Japanes
Prime Minister, Mr Kakuci Tanaka, -deliver the inaugural address.
Moreover, whereas at Montreal professional adult educators had
—-».been in the majority, there was nowxa.,pxc‘pqndcmnccmofspolmcxamﬁ L0
and administrators with responsibility for determining and cxccutmg
cducational policies; several delegations were led by ministers of
¢ education. The presence of such a large contingent of government
spokesmen attested to the greater public- wclght now being accorded
to adult education. It also turned the event into an csscntmlly inter-
governmental meeting,. ! i
Four features of the composition of the total asscmbly call for
comment. The first is that women were gravély under-represented;
only twenty out of 350 or roughly one in seventeen. ? Sccondly, the
size of delegations did not reflect the size of national populations;
-Denmark, a small country, for example, sent eleven delegates whereas
India sént only one. Thirdly, there were somé notable absentees, not
least Yugoslavia, a country which has to its credit several intriguing  *
approaches to adult education. The fourth feature is that whercas
participants at Elsinore and to a lesser thcnt at Montreal had been
Vo pnmarxly spokesmen from industrially “advanced countries, on this
occasion the countries of the Third World. were strongly represented
and vigorously presented theif views and problcms 3,One reason for
this new influence was that tlie period since 1960 had witnessed
decolonization on an unparalleled scale. The presence of a powerful
Third World contingent did not gesult in anything like a Remis-
‘pherical confrontation and therc were only flecting recriminations *

.

. J. Roby Kidd, President of the Montreal Conferenee, who mtm(l(‘d the oo .
Tokyo Conference as an observer, has pointed out that there has been surpris-
ingly little ‘continuity of membesship at the three international conferences:
o ‘Of the nearly four hundred delegates and observers who were at Tokyo, * .-
only cight had been at the Second World Conference in Montreal and only
one, Monsicur A. Basdevant of France, at the first conference in Elsinore]
-—=J. R. Kidd, ¢The Third Intcrnational Confcrcncc Tokyo'y in (,onurgmu, )
Vol. V, No. 3, 1972, p. 15.

2. Several major dclegations, for example, those of Canada, Denmark, Jup:m and
Sy»cdcn, contained not onc woman,

3. . At Montrcal the impending influence of the Third World countries had already
been foreshadowed: ‘In these socicties adult education was alrcady regarded
as an cssential and normal part of the total cducational system. Because of the
naturc of the problems facing dcvclopmg countries, adult education tended
to be regarded as one of the more important branches of education. The adult
educator had status and security. His coyntry’s experience in adult education
might not be based on a long historical tradition but he himself has never been
faced With the disheartening struggle to demonstrate that adult education was
more than a marginal aspect of education.’— Hely, op. cit, p. 157,

-p D
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about the fallure of rlch countries to extend adequate ‘assistance’

to countries- /with urgent problenfs Moreover, siuch recrimi- ..
- naticnms_ as were uttered came mostly from delegates from nch _

co_untnes : !
The sucdess of any conference is largely determined’ by the 1mt1al

| tone of the proceedmgs Almost from the beginning the Tokyo Confer-

ence was animated, hard-working, purposeful, friendly, and wvery
largely free fronr poht1cal undertones: Apart from the opening phase,
when delegauons expatiated at some length on-achievements and

" trends in their respecuve countries, the discussions were directed to_

topical and pract1ca1 issues and conducted in a spirit of readiness -
to profit from the experiences of others. With up to 400 participants i-
in the:plen ary: Sessmns with 150 and more part1c1pants in each of th¢
two commissions, with simultaneous translation into English, French,;-
Russian, Spamsh and Japanese; the pace of the debates ‘might well
have been somewhat slow. In fact, the plenary and commission pro-
ceedings were lively and during the occasmnal intervals in the ad_]o1mng\
corridors and public rooms, there was.a constant buzz of conversation.
One reaspn for the ahimation of the proceedlngs, leaving aside. the

skill of the elected chairman ‘and the behind- the-scenes deftness of the

Secretanat was the decision implicitly taken’at an early stage to
ensure that the confererice formulate a large numbér of concrete

resolutions. Members of the steering and.drafting committees and the -
~whole of a small Unesco Secretariat strove to keep the administrative

wheels turning and the countless papers ‘flowing. Inspired by the
example of the Rapporteur GeneralgDr Lars Olof Edstrom, ‘many
elected officers and Secretariat staff worked into the small hours and"
still appeared promptly i in their places for the mormng sessions.’

‘The conference was remarkable for the quantity of ideas and

~

~material that it generated, for the candour and cordlahty of ‘the

participants and for. the modest restraint of the major delegations,*
who intervened énly when they had something *constructive to,say,
theréby ensuring that the aspirations and problems of the developing -

_countries, to which by unspoken’ consent priority was yielded, were ®

fully revealed. For the first time at a major international coriference

. on adult*education virtually no time was wasted in discussing terini-
. nology or_defining the parameters ‘of the field of concern. Its broad
.. scope, as agreed at Montreal, was fully accepted and so was its social

and economic importance. The heartening presence of so many
policy-makers changed the tenor of much of the discourse_from -the
largely theoretical-level whxch had distinguished the:two earliér
international conferences to’ a‘ consideration of realistic issues” and
poli¢y options. The desirability of lifelong education was no longer a
controversial topic; controversy &as centred rather upon the methéds
by which lifelong education might be instituted durmg the adult -
phase of life. ¢ . -

L
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Another contnbutory factor to the success of this- polmy-orleqted

" conference was that delegates were not only able to pose ‘a great

numben of important questions but to suggest a fair number of valid

. answers. So much hard thmklng and experiment had taken place in

the field of adult education in so many countries.that exchanges of
views could be based: upon .achievements and failures in the realm

of actual expefience. It might well be true that logistical backing for

adult education had lagged behind other forms of educat10n~ but
achievements had,- even so, been striking., . A

A feature of the Montreal Conference was the emergence of a
common set of ideas: Despite their diverse .cultures delegates quickly

‘understood one another. This mutual understanding might partly *
be attributed to the high. percentage of adult education specialists-

 who ‘were present. The same explanation cannot he invoked to explain
‘why at the Tokyo Conference the Directot-General of Unesco could

_justly claim in his conclud1ng address that the delegates ‘belonged

to ‘the same intellectual universe’, for the majority of them were
politicians' and admxmstrators, generahsts rather ‘than Specialists!
The explanatlon lay instead in the rapidity with which information
about educational practice in general/ has spread from gountry to

country, so that to a considerable degree many ideas, expenences -

problems and aspirations are shared .in common.
- With only a, few delegations dissenting, 'the conference agrecd
that the world was facing an educational crisis. On the one hand,

: educatlon was becoming ever more costly, indeed forcmg many cour-'

tries to question whether they could -afford to continue marching’
towards its uniVersal provision; on the other hand, so much that was
offered in the name of education seemed to- be irrelevant to the
imperative needs of individuals and societies. Almost everywhere educa-

- tional systems were already being drastically reformed or would soon

have to be reformed. It was essential that adult education should not
expand as part of obsolescent or obsolete educational systems but rather
expand as part and parcel of flexible and broadly based new systems.

It-was necessary to see education as a unity and, as a dynamic
social force. Reforms should affect every level and type of education
and strengthen the links between educational institutions and neigh-
houring communiti¢s. Though the names of Freire and Illich were

_frequently invoked; .not one delegation was prepared to consider

a»
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de-schooling ‘even as a thepretical gamblt indeed, the delegation from
the U.S.S.R., where adult education is not dlffcrentlated from the
general educatlonal systemi, did not consider that there was an
untoward need for reform. However, most delegates subscribed ta.the
concept of lifelong learning as well as t6 the value of using informal
methods when embarking’ on mass education programmes.

- ... The many themes discussed at the Tokyo: Coriference will be

discussed at length in the following chapters. Here spec1ﬁc mentlon
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 must be made of the 'dominant motif—the education of disadvari-
- taged adults. This was the one issue that aroused passionate feelings.

Irrespective of their political ideologies, technologically advanced

-and industrially’ backward countries ‘alike testified . that the over-

whelming majority of their populations were not participating in
adult’ eéducation and that this-same majority mainly comprised 'the
socially and economically deprived: in the-challenging words of the
Einal Report:1 a ' - o
- Experience shows that the provision of more education in mést
communities' tends to faivour most the already well gducated;

the educationally underprivileged have yet to claim their rights.
Adult education is no, exception to the rule, for these adults
who most need education have been largely neglected—#hey

are the forgotten people. Thus, the major task of adult. education

“during the Second Development Decade of the United Natiohs -

is to seek out and sérve these forgotten- people. s

Delegates recognized that this task required an unequivocal com-
mitment by Member States. Piecemeal and stop-gap expedients would

‘not suffice. Public adult education services had to be planned and
financed at.the gentral government level and firmly co-ordinated. - -
All available means of -‘communication and ‘tools of educational

technology should be harnessed in their support. It was also necessary
to shift the emphasis from a subject-centred to a problem-oriented
approach. The mon-formal aspect of education must be highlighted

. to a far greater extent than in the past.

“The problem of illiteracy did hot dominate the proceedings as it

* had done in past conferences but still attracted a good deal of atten-

tion. Noteworthy was the attack launched by some delggates, more
especially from Latin America, upon the concept of func_tfl&al literacy.
To use the qualifying adjective ‘functional’, they argued, was gravely
stress the, education of the whole man..

Despite the pragmatic approach of delegates moral considerations
were paramount. Thus, the use of the mass media to increase com-

to narrow the aims of education. It was more important than ever to -

- mercial prefit Continues to provoke a distaste in some adult educa-

tionists which Matthew Arnold would have_regognized. That the
United Kingdom, ‘the nation of shopkeepers’, should have decided
to make use of television for an Open University seemed particularly

" satisfying from a human and not merely from a utilitaridn point of

view. o Lo :
To judge from recent literature and the evidence submitied by
Member States before the conference, many governments are now

‘giving priority to the instrumentalist functions of adult education.

Yet at the conference itself there was some energetic resistance to a

1... Final Report, op. cit.,p. 9.

1
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conccptlon of the education of adults as a means of pursuing collective J
goals. Many :delegates regarded the claims of the individual as para-
mount: Spokcsmcn from Latin.America in particular argued elo-
quently in defence of the individual’s rights against the trend to'-
impose conformity. The explanation for -the contrast between the
written and the oral evidence-may be that the ‘professional educa-
tionists among the delcgates, rather than those from the government
side, were to the fore in propounding the humanist viewpoint. o
But if there was support for a conception,of education ministering
to the whole man, it was tempered with caution. For the majority of | .
delegations the: estabhshment of' a system of education for adults _
within the framework of educatxon as'a whole seemed a rcvolutlonary ot
idea mvolvmg as it does fuidamental changes in schools and uni-
versities, as well as the transf%;;matmn of adult educauonal services.
There were also questions-of principle. At which level should ‘plar-
ning be initiated? To what exfent should financial responsibility rest "
with the government? How are the claims of different areas of the '
educational field to be teconciled within one co-ordinated national S
plan? While bearing in mind the importance of education as a force
for good in the social development of the individual and in his sense
of critical awareness, what degree of priority can safely be given: to
- tr:umng»ﬂf a purely vocational nature? For the, current educational’
crisis cannat be prised out of‘the context of a rapf dly evolvmg techno-
logy whichiin crude terms of economic survival, rcquu'es that not
only initial’ ‘faining but re-training be integral clements in a nation’s
system of iristrgction. Forward planning was clearly -deficient.
Asa text"l%iMantrcal Conference, Final Report makes more inspir-,
ing reading: tham\'the Final Report of the Tokyo Conference. The .
. reason for this mayibe that adult education appeared new afid exciting ©
* in 1g6os—or at lea,st could be made to sound so. At that time, the
idea- of life]ong learmng was novel; the” ‘Cinderella’ image of adult
education had not.become a chch(. It ‘was still possible to adopt a
M ssianic tone “without appeanng naive or pretentious. But so,
rapidly do new ideas progress in the modern world that arguments in
favour of adult education that sounded challenging in 1960 were
already well worn by 1972. The Final .chort of the Tokyo Conference
is a brief and sober but “authoritative document concerned largely
with ways and means as is thé set of resolutions that accompanies ‘it.
Its tone echoes the style of the Montreal Conference, Fz*hal Report only in g
the last paragraphs where it: pleads the cause of the educationally
disadvantaged. But those who turn to 'the report for guidance will
soon see that no issue fundamental to thé future of adult edtication has
been overlaoked and that concepts and problems that might have been T
confusing have been lucidly identified and presented in a logical order. - T
Delegates at the Tokyo Conference submitted 150 draft resolu- , ;
tions, a chord number for a Unesco confcrenCe When the draftmg
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committee -had removed overlappmgs and- constructed a number of
composn:e resolutions, thirty-three concrete proposals remained,
some addressed to national governments and others to Unesco. If
thesé¢ proposals were to be implemented, adult education would at
* last find itself raised to a status équivalent to that of primary, secon-
dary and university education. The following chapters will amplify
and discuss the themes considered at Tokyo and will look.in detail
- at the policy &nd operational implications of the resolutions, subser
-quently endorsed by the Unesco General Conference at the end
of 1972. :

o

-
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In virtually every contemporary socicty, forms of adult education have
_existed for a long time but they were not always recggnized as such and
* it is diffitult to name more than a few countties in which, until very
recently, they were considered at all important or interconnected. In so
far,as adult education was recognized as a social service it was as a
. remedial backstop dealing with the omissions G the formal education
system. The variety of its manifestations went undetected except by
- a few keen educationists. Today the position is different. Adult edu-
cation has emerged from the shadows and in theory, if not everywhere in
préctice, it has assumed some critical functions. The widening of its '
functions has been paralleled by the widening of its content so that,
under the aegis of one agency or another, it-is probable that at any
given moment groups of people or individuals are studying every
subject that the mind of man can conccive.
In the past each country ascribed a restrictive meaning to adult
education, a meaning that might well change with tjme. In the United

g&ﬂ States, for example, at one period it largely signified education for

Americanization and, at another, education for criployment. It also
¢ performed different functions from one country to another. Here it
might be identified with literacy classgs, there with liberal studi€s. No
wonder that few countriesshad' a coherent scheme of, or even thesem-
blance of a policy towards; adult education. No wonder that at inter-
national gatherings there was seldom a constructive meeting of minds.
At the first International Conference on Adult Education, as
recently as 1949, delegates had some difficulty in arriving at a common
definition despite the fact.that they represented a small and relatively ,
homogeneous minority of the world’s ‘population. By the time of the
Montreal Conference there was a_good deal of agreement. Since:

r

Montreal the, aims and scope of adult education have been clarified
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even further, thanks to the interaction of three factors: first, the deter-
mination”of policy-makers, professional administrators and adult edu-
cationists to dcfine their field of concern more precisely; second,
- the contemporary crisis in c¢ducation in general whicli has generateda
ferment of debate and led to the popularizing of the concept of lifelong

learning; third, the tendency of developing countrics to sce the edu-

cation of adults as a national instrument for promoting and regulating -

social change and cconomic growth rather than as somethmg for
private consumption. -

‘The traditional confuslon about the aims and functions of adult
education is compoundcd by the fact that the term is rcgularly used
in speech and in writing with three separate connotations; first, to
designate the education of adults; second,.to describe. collectively

all the persons and agencies in a country or globally which- provide ? g

+ for the education of adults, e.g. ‘adult education ought to be repre-

" .scnted on educational planmng bodies’; third, to specify an area of

academic study. The resulting verbal amblguxty is of such long stand-
ing as to bec almost irrcmediable. Many of those corcerned to
promote the education of adults have reqognized the need to dispel
or at least reduce that ambiguity. They have perccived that the lack
~ of clarity about the goals of adult cducation, reflected in- structural
disunity, helps to-account for-its relative failure to command adequate
public resources. They have also secn that, in the absence of an'agreed
framework of reference, it'is impossible to build up a corpus of theéry
and practice, to confer fruitfully with collcagues in other countries,
“to plan international programmes or to pursue comparative studies.
" Their combined efforts have resalted in some important rcfinements
 in the interpretation of the two concepts ‘adult’ and ‘cducation’.
According to government regulations in many countries, an
adult is onc who is over an age varying betwcen 17 and 21 and not
attending an institution of post-compulsory cducation as a full-time
student, For practical purposes, agencies in reccipt of goverhment

aid have no choice but to abide by such a statutory definition. Bt

there is now widespread realization that to Be an adult implies much

more than. passing beyond a prescribed age barricr since the age at ©
which individuals reach psychological maturity differs. Young people -

under 18 or even 17 may not only be working full time but may- -evén

be marricd. Moreover, application of the age' criterion glosses over'

the essential differences between the pre-adult and the adult learner.
As C. Verncr has pointed out: ! :

’.2»

-~ The responsibilitics rescrved for Sdults’ include such things as
bemg cconomically self-suﬂicmnt, a spouse, a parent, and an

1. C. Verner, ‘Dcﬁnition of Term¢’, in G. Jensen, A. A. Liveright and W. Hallen-
beck (eds.), Adult Edacation: Quilines of an Emerging Field of University Study,
p- 29, Adult Education Association of the United States, 1964.
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active citizen. Not only are. thesc roles immediately productive,
‘they introduce a continuous sequence of new tasks, for which
I)rc -adult learning is never adequate pre arahon, continuous

earning-is therefore necessary. However, the attainment of this

essential learning ‘throughout lif¢ is subsidiary to the primary
productive role of being an adult. This shift in roles—partic-
ularly.of the learner from a primary to a subsidjary place—
is the mgmﬁ'cant elcment that dlﬂ'ercntlates n adult from a
~ pre-adult. .

chcr s distinction is a valid one. Education,for an adult is not just
a prolongatlon of, or substitute for, studies at schdol or university.
It relates to the systematic development of his mind or of his manual
and professional expertise which he-chooses to undergo when he has
become fully responsible for his own behaviour and economic well-
being.’ This distinction has a marked. bearing not only updn what he
learns_ but how he lgarns. -

" The distinctive characteristics of the adult learner are several.

He is free to avoid, engage in or withdraw from an educational exper-,

ience-as he plcascs He regards the hours that he gives to learning as
precious and expects them to be used to some constructive purpgse,
as do many contemporary university students. If what he is taught
seems neither relevant to his own experience nor of potential benefit,

%

. preferably. in the immediate future, he will almosf certainly/spurn it.

Similarly he will spurn information and ideas which are opposed to his
cherished belicfs. He usually selects his own area of educational interest
and the itistitution through which he will study. To an increasing
extent he also takes advantage of the abundance of new learning
devices to choose the method by which he will study. The-spacing of -

his learning is dictated by his occupational and family commitments

and as a rule it will be part-time, irregular and’ sprcad over many
years. The relationship between himself and his teacheg is' very differ-

..ent from that between the pre-adult student and his téeher. The

authority of the teacher is determined by compctence alone since
there can be no question of sanctions and, outside the classroom, adult.
students may enjoy the higher social and economic status. There may
be no age gap and the student’s experience may -often exceed that of
the teacher. He holds an image of himself which the teacher must
respect; he may desperately want to learn but resent being treated
as a pupil. For him the consequences of learning may well be direct,
immediate and far-reaching. Usually he can apply newly acqulrcd
knowledge or skills at work or in his sogial life. Finally, he and other
adults are likely to display a co-operative spirit in contrast to the
competitiveness of the young; out of their own experience, adult stu-
dents can contribute to onc another’s learning and“to a group

achievement. The distinctive characteristics of the adult learner are -

no justification for forcing an artificial distinction between adult educa-
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tion and the ‘education of the young, theugh some zcalous adult-edu- ‘ Kw

- cators are trying to do so. The aims of child and adult cducation are

very largely similar. _ v
When applied t6 adults, the term ‘education’ is now used in a

* broader sense than heretofore. There are few countries in which it is

others; as was still the case at the time of the Elsinore Conference:?

Adult cducation is taken to mean those forms of education
*which are undertaken voluntarily by maturc people “(in the
United Kingdom mecaning persons above the age of 18) and -
which have as their aim the development without direct regard
to their vocational value, of personal abilities and aptitudes,.and
the encouragement of social, moral and intcllectual rcsponsibility
. within the framework of local, national and world citizenship. .
As used both in the United Kingdom, and in the Scandinavian . |
couhtrics, the term presupposes a gengral standard of literacy |
oresulting from compulsory childhood education. |

still identified with a particular sct of activitics to the exclusion of all” |, I
|
|

Toti'aj}, no one favours a really narrow definition of adult cducatior'x
(equated with regular cducation); the dcbate is rather about how -

" comprchensive adult education (embracing alk learning expériences) -

ought to be. One school of thought argues that for practical adminis-
trative and academic purposes it,is cssential to distinguish’ between
uinplanned learning and sclf-diregfed or independent learning, on the.
one hand, and education which is planned and provided by.an educa-
tional agent, on the others A sccond familiar definition runs-as follows: *

Adult education is a ‘process whereby pérsons who no longer
attend school on a rcgular and full-time bésis (unlcss full- - - |
time programmes are cspecially designed for adults) undertake

sequential and organized activities with a conscious intention of -
bringing about changes in information, knowledge, understanding |

or skill, appreciation and attitudes; or for the purpose of iden-

tifying and solving personal and community problems.

‘This definition is more suitable for developed than developing-countries
since the phrase ‘no longer attend school on a full-time basis’ implies
universal compulsory. education and makes ng allowance for pro-
grammes designed for adults who never attended school. Unesco has
tried to overcome this omission with the following third definition
adopted for the purpose of collecting statistics: 3 '

nized programmes of education provided for the henefit -
" of and adapted to the needs of persons not in the regular school.
and university system and generally fifteen or older.

< 1. Statement by E. M. Hutchinson quoted in Hely, op. cit., p. 34. o
A. ‘A. Liveright and N. Haygood (cts.) The Exeter Papers, p. 8, Boston, 1469.
Unesco, Proposals for the Collection of Adult Education Statistics,'Paris, Unesco,
Office of Statistics, July 1974 (Com. 74/ISCED/s). o

o »
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Defenders 6f ‘the second definition do not deny that human beings
are constantly, learning from cxperience.and that'they can accumulate
knowledge and pick up ideas in a passive wiy by viewing, for example,
television: programmes described as educative or culturally enriching.
They argue, however, that suchlearning is so fortuitous and undirected
that it should not be and cannot be"the -concern of the educator.
Rather education should be concerned with sequential learning -
experiences carefully designed and monitored by qualified staff for
the benefit of learners. This argument represents an iistitutional

~ "approach and hds the pragmatic merit of sticking to what seéms admin-.. .

Q
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istratively feasible. But by focusing attention on the efforts of special~
ized institufions it tends to preclude mass or at least large-scale attempts
to cx_tcna accessto educational opportunitics, * It also deflects attention
~from’ the variety of educative influences’in the community which.can
stimulate and assist learning, espccially when purposcfully directed..
Finally, it underestimates the importance of non-formal and indepen-
dent learning. o . : R S
The comprehensive school of thought maintains that all attempts
to change adult attitudes and behaviour involve the educatipnal
_process sinee, in order to change, people must first acquire fresh know-
ledge, insights and skills. Hence, to the greatest possible extent and
by whatever means. available every effort must be made to enable
adults to lcarn effectively not only in formal settings but in all circums-
tances. All the agencicsin society which are in a position to stimulate
learning, whether or not cducation is for them- an incidental rather
than a primary aim, must be mobilized. These include, among others,
the churches, the mass media, publishers, librarics, muscums, art gal- .
Jeries and community centres, ? , N
Some proponents of a comprehensive definition of adult educa-
tion go o far as to argue that ‘non-formal’ and ‘independent’ learning
* are so ubiquitous and potentially so creative as to have a claim
upon’ public resources equal to that of formal learning, which has
80 far enjoyed a near monopoly. Much of the contemporary discus-
sion about the aims of adult education is influenced by the realization
that before the advent of formal systems of education people learnt .

N

1. Consider the follbwing defiriition which is obviously intended to be as compre-
hensive as possible: ‘By adult education we mean the provision which a society
_ ‘consciously makes, cither publicly or through approved voluntary organisations,
of facilities for learning by anyone, of whatever age, where initial education
in schools, colleges, universitics, apprenticeship and initial professional training.
has been terminated, who wishes to learn any subject whatsoever, for any
purpose whatsoever—provided, of course, that the subject does not conflict
*with the fundamenta] principles of a democratic socicty.’=]. A. Simpson,
Today and Tomorrow in European Adult Education, p. 28, Strasbourg, 1972.
2. cf. F. Machlup, The Production and Distribution of Knowledge in the United States, *
Princeton, 1962, where it is shown that the range of agencics disseminating
knowledge in a technological society is enormous.
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~how to fulfil their personal and social tasks by means of non-formal

learning. As Margaret Meéad has pointed out, there was in traditional

Samoa..no gulf between society’s aims and the aims of educatioh. .

Today, therefore, we should not be secking exclusively innovatoty

approaches to learning but rather reverting to some of the immemorial :

approaches of traditional societies in order to asctrtain if they can be . I

adapted to modern needs and constraints. This does nof mean that
the present has to become subservient to the past—the back-to-nature
fallacy—but that in taking,traditional forms of learning we should
reinforce and cnrich them by applying up-to-date knowledge of
learning behaviour and modern technology. '
'Onc weakness of non-formgl learning is that itis not edsy to define
vis-3-vis regulir education or formal adult education. To those who
question the functional value of formal systems of eduication the attrac- -
tions of non-formal learning are sélf-evident; to those steeped in the
methods of the formal system, non-formal learning appears inchoate
and unimportant. Morcover, in- the popular mind education still
connotes schools, colléges and universities. That being said, several
international organizations and some governments have begun to’,
look upon the expansion of non-formal learning as a rational alter-
native to investing further resources in formal education. ! .
* Certain groups of people are also endeavouring. to clarify the
meaning of non-formal léarning so as to provide "a_framework for
practical social*actions They draw a crucial distinction between nons
formal learning and informal learning:? L

s N 4o,

By informal education we mcan the truly lifelong process whereby
every individual acquires attitudes, values, skills and knowledge
from daily, experience and the’educative influences and resources
in his or her cnvironment—from family and neighbours, from
work and play, from the* market-place, the library and the -
mass media. ’ o

® v & 2 6 F A s e s+ e b & s e e v v & 4 » e o o »
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- We define non-formal education® as any organized educational activity

. outside the established formal system—twhether operating separately or

as an imporlant feature of some, broader activity—that is intended to
serve identifiable earm;ng clienteles and learning objectives.

2

2~ .

1. For example, the International Institute for Educational Planning, the World
Bank, Utiicef and Unesco. Especially noteworthy have been the surveys under-
taken in developing countries by the International Council for Educational
Development (ICED). ' - .

2. P.H. Coombs et al., New Paths to Learning for Rural Children and Youth, p. 1011,

" New York, 1972. : . .

3. ‘Lducation’ is a misriomer in this context. Hence the use above of the larger
concept of ‘non-formal learning’ to embrace both organized and unorganized

learning outside the regular system. . .
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It should bc noted that ‘non-formal education’ as thus defined and as’
applied to adults is neither more nor less than what pcoplc commonly
call ‘adult cducation’. It should also be noted that intcrest in nonfor-
mal education has largely béen inspired by vocational considerations. !

Another definition of ‘non-formal education’ currently- gaining
“wide acceptance by those concerned to .gather accurate statlstms on .
adult cducatm} is that proposed by Bowers and Flshcr,

Education.” Organized cofmmunicatiop designed to brin about
learning. E
Formal Education. Education for which learners.are enrollcd or’ o
. registered. o
¢ Noniformal Education. Education for which lcamcrs arc not-
cnrolled” or registered. - R
; Informal methods or activities are mcrca.smgly used in formal
education programmes. Hence ‘the term ‘formal education’ is
defined above without reference to methods-as a determining
factor. Formal cducation, as thus defined, does not become
non-formal simply because informal methods are uscd .

)

“To omit independent lcarmng from the definition of adult educatmn -
is to assume that a significant percentage of the sum total of all the. .
~lcammg that takes place is not entitled to public support, for recent
mvcshgatmz'ls have revealed that many peoplc devote far more of their
time to learning through their own-initiatives rather than.with the
‘hclp of teathing institutions. There is no doubt, howcvcr, that these
initiatives would benefit greatly from public support in the form, for :
example, o lcarmfg resource centres or data banks. 3 .
** Those iconcetned to define more preciscly the aims of adult
cducatxon, whethek w111mg to include or exclude unorganized learnmg,
w gencrai]/y agree that any human neced that can be satisfiéd through
* education warrants consideration. Thus, the central object of the-
«‘\ cducation of adults is not to pass on knowlcdgc or impart skills but-
to\hclp individuals to fulfil their potential for all-round (development,
his entails remembering that cach individual has unique attitudes
-:,md aspirations anfd therefore unique learning needs. Up to the present
_time, adult cducation has been* more or less teacher/subject
oriented, especially: at the lower level where the great mass of the
people are involved. ¢ The stress has‘bccn upon acquiring and memo-
1. -J. R. Shefficld and V. P. Dicjoinach, Npn-formal Education in African Development,
p. x1, New York, 1972: ‘Non-formal Education, which is ro'ughly synonymous .
. with thc more’ wndcly used tefm ““out-of-school education”, is thus closer to -
the concept of training (c.g. for employment) than the concept of educahon
(which often mcludcsubrondcr aspects of personal development)’. '
2. J. Bowers and E. A, 1a S. Fisher, “The Search for 2 Terminology of Adult
Education and for Better Statistics: Exploration ina Scmarmc Jungle!, Conver-
genes, Vol V, No. 4, 1972.
3. Sece below, page 29. .
4. cf. this statement by P. Freire: ‘At home, as husband and fathcr, 1 cannot be .

o 2
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rizing information. Adults like children have been expected to learn

at a pace and under constraints beyond their own control.’ Now many

.~ adult educationists insist'that education should become learner-cen-

tred; the learner must decide for himself what stimuli he ‘will respond

to and control his own responses. But if he is to learn effectively, he

must know how to make optimal asc of the most up-to-date learning
«tools available. )

. about 'what should be included within the compass of adult education.’

In the last resort it is pointless to prescribe hard and fast rules

"Teachers and researchers of adult education naturally desire to
identify every possible manifestation and to' construct a’ working

v

typology both for the purpose of studying structures and processes
in their own country and for drawing cross-cultural comparisens, but

beyond its interest as an academic exercise there would seem “to be

»

little use straining after an artificial unity. Only a few specialists need
- to have a holistic grasp of what is incvitably a plethara ,of activities.”

As things are, there is an alarming credibility gap between somc
of the functions claimed for adult education and what it .actually
does. The only indispensable requirem@nt is that public authorities
should be prepared in principle to support any adult educa-
_. tivn whatsoever although, in practice, of course, they must sclect
priorities. - 3 v ' S

It was claimed above that one of the reasons why adult education

had acquired greater prominence between the Montreal and Tokyo

conferences was that the utility of education in general was being -

called in question. The chequeredr cvolution of educational systerps,
in the short space of some fifteen years or so has been traced by many

writers and for the present purpose may be summarily noted.- With-

world-wide acteptance of education as a human right there was
unbounded optimism during the fifties concerning the private and
public value of formal schooling. Then followed the qualification that

i there was little wrong with the aims of formal schooling apart ffom a
* severe shortage of adequate teaching and learning resources, which
~ could be put right by improving teaching efficiency and reforming

. darricula and methods. Abruptly, we have already entered a third
--stage—the age of ‘Learning to Be’ *—when the role of formal schooling

2.

the owner of my wife and children, nor at school, as father, can I be the owner of
my students. I cannot enter into their beings in order to move them towards
the ways which seem best to me. If I do so, I am their dominator and they are
merc “things” which I possess; dialogue and trug love are impossible.’—quoted
in S. M. Grabowski (ed.), Paulo Freire: A Revolutionary Dilemma for the Adult

- Educator, p. 101, Syracuse, 1972. : . .
" For a masterly attempt to provide a comprchensive system or design for adult

education, see: C. O. Houle, The Design of Education, San Francisco, 1972.
The title of the report of the International Commission on the Development
of Education published by Unesco/Harrap in 1972 and sometimes referred

- toas the ‘Faurc Report’. Hercinafter it will be cited as Learning to Be.

¥
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is still rccagnized as cssential but complementary to thc‘cducational
-role of all the agencics in society that enable not only the rising gener-
ation to learn cffectively but the adult population as well. This empha-

" sis on education both outside the school ind for adults can be under-
stood only in the context of the current debate about the role of educa-
tion systems.. ° o

Traditional educational systems and institutions are currently
exposed to blistering criticism. Some opponents argue that they should
be dismantled, for their practical effect is to prevent or at least retard
desirable social changes; they teach the wrong subjects in the wrong

: way; arc expensive to run, and perpetuate social incqualities. Edu- ,
cation officials and teaching staffs tend to be so conservative .
and authoritarian that society’s only rccoursc is to disband them.
Some critics arc witheringly dismissive but not very comstructive:
‘, " when it comes to offering realistic alternatives. At the same time,
.0 they arc surcly right in. claiming that, in gencral, schools and
universities are not “adequatcly geared to mect the actual neceds
of society. ’ . ,

What ds said to' be at fault with contempgrary educational

* systems? First, their objectives arc not clear, or, at least, the means
they use do not scem appropriate, to attaining their objectives. They
offer the young: a once-for-all cxperience during a prescribed period

. ' of time in childhood and adolescence, whichgds supposed to equip them
with all the knowledge and skills required to sce them through a
lifetime. There is growing appreciation of the determinant influcnce
on subscquent schooling of carly childhood education but the very idea
of post-school ¢ducation still scems paradoxical to many policy-makers
and teachers. Sccond, educational institutions stress the retention of
information from books in ari age wher facts ccasclessly multiply and
quickly become outdated. In any cvent, many children acquire more
information from the mass media than they do from school, although
few attempts arc made to teach them how to profit from it. Third,
their obicssion with orthodox intellectual attainment leads to unheal-’
thy competition. Great ‘numbers of young pcople leave school with

_a bitter loathing for the very notion of education because it has stig-
matized them as failures. Fourth, its methods are founded on an assump-

° tion that the. public authorities and the tcachers always know what
is best; they set the goals, determine the learning environment and
regulate the pace. Finally, formal cducation systems ignore the fact
that learning takes place not only in school or university but in the
home and the local community and at play. \

... There is no shortage of such diagnoses of what ails cducational -
systems nor of proposals for reform. New views on the aims of educa--
tion as well as technological innovations abound and fundamental
reappraisals of the practical relevance of cducational systems are
taking place at national and intcrnational levels. The lucid report
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.. - . of the CommisSion on Post-Secondary Education in Ontario? is a
“v . casein point. Surely there has never been, within a single pohty, such -
' a clear call for wholesale reform.of the whole educational system backed
... by such an abundance of solid' evidence and hard thinking. There'is = .. - *
i " also a gathering flood .of books, monographs, reports and paperg_ o
o ~ demanding the complete abandonment of orthodox educatignal stru¢- .
' . tures and processes.Illich and the dther de-schoolers have attracted most
p,ubhmty but many other educzttlomsts have propounded similar radical -
“solutions. Learning to Be,-a magisterial report, teems with ‘ideas and
~ concrete- proposals for educational reform and yet exposes only a por: -
- tion of the backgtbund discussions and materials upon which itis based.
@ - Itis remarkable that moderate and extreme ctitics agree to a _surpris-
Co ing extent on what is wrong with. contemporary education systems, -
_ " The movement in favour of educatxonal renovation and expansion
' ,has had a profound effect upon adult education for four reasons. First, -
' if it be argued that the'formal system largely fails to educate‘people
in the ways desired, then there must ‘bé* opportumtles for. the right .
kind of education to take place after school.: Second, it is §elf-ev1dent
that if cHildren are enormously aﬁ'ccte'4 b% educatxve mﬂuences outside
school so also are adults—the radio and television.do.not discriminate
between age groups when aﬁ'ectmg moral and behavioural: riorms. L
, . If such influence are to be mobilized to ‘enhance tbe education of .+
. ., the yoyng why should they not also-be mobilized to assist the adult
populanon ?*Third, if has now become crystal clear that preva111ng e
- social afid environmental condlnons—famﬂy, health, quality of hotnes, '
the. physmal neighbourhood and so- on—ultimately detérmine school
performance. These conditions must therefore be changed but how
can they be changed without the co-operation of the adult population ?
_In order to want to co-operafe and to krow-how to:do se adults must “
 themselves engage il organized learning. The fourth and perhaps'most '
" Jecisivé reason why, reappraisals of the formal system have enhanced
the importance of adult éducation is the emergence of lifelong educa-
tion as a w1dely dlscussed concept. Would-be reformers have looked
for alternative structures and methods and discovered that they may
already exist in the unknown territory of adult education.
The notion of lifelong education, as many educationists have
 poirited out, is almost coterminous with the history of mankind. Hesiod
-« © anticipated the concept of ‘Learning to Be’ by more than 2,500 years:
‘Education helps a man‘'to learn to be what he is ablé to be.’"Several,
‘world rehglons have always ad_]ured their followers to-study’seminal
teach1ngs in order that they may live by them In the present century .
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I. Comnnssmn on Post-Sccondary Educanon in Ontario, The Learning Saczegy,
Toronto, 19%2. This repart has mueh to say about the importance of educa-~ '
tional® opportunities for adults -w1thm thc general framcwork of =post- A
compulsory cducatlon ;
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adult educators were haﬂing its imminence -long before it became a
fashionable. talking-point. These words, written over- fifty years ago,
have been quoted frequently but have not lost their freshness:* —

. .- The necessary conclusion is that adult education must not
‘ - be regarded as a luxury for a few exceptional persons here and
~ there, nor as a thing which concerns.only a short span of early
mm{hood but that adult education is a permanént national
recessity, an inseparable aspect of citizenship, and therefore

should be both universal and lifelong.

The outstandmg achievement of the Montreal Gonference was to pro-

claim the concept for the first time at an international assembly The

concept of lifelong education is therefore far from new. What is new is

the determination with-which Unesco, 2 OECD 2 and some national "

organizatidn_s are teasing out its implications for educational practice,

Interest in the concept of lifelong education has been both good. ’

and bad for adult education. It has been beneficial in that it has reveal-

ed to & wider audience issues and problems of which adilt educators

have long been aware and that it-has brought an unprecedented

amount of logistical support to specific branches of adult education

work, above all occupanonal training. It-has not been beneficial in

that it has distracted attention from the immediate needs and problems *

of existing adult education ‘orgahizations, for not only have nearly all

the time and effort been expended upon the structural and curricular

implications’ of lifelong education for the formal educational system

and the employment sector but responsibility for preparing new

policies has largely been placed in the hands of orthodox educationists ‘

and planners to the virtual exclusion of adult educators. . 7 L
" What is the current status of adult education vis-a-vis lifelonge

education? To begin with, there is clearly a danger that both tradl-

tional and emerging forms of ‘adult edycation’ will be threatened by .

a country’s adoption of a lifelong educational system. This is bécause

governments may"be tempted to concentrate more or less eéxclusively

upon the provision of opporturﬂtles for post-school formal education -

and occupatienal training, directing their attentior to man as a pro-

ducer and neglectmg his family and civic functions. It is only too

easy to envisage large furids being made available for these two areas

and no more than token sums for the other areas of adult education.

Second, one of the current preoccupatlons if not the main preoccupa-

tion, of adult education agencies is how to meet the needs of the educa-

tlonally d1sadvantaged smgled out for specml&attenhon in the Fmal

T

1. Mmlstry of Rcconstructlon, Adult Education Committee, Final Report;
abridged version in Dmgn Jfor Democracy, p. 55, London, 1g56.
2., Through- the" pionecering studies of P. Lengrand; see, for example, his An R
. Introduction to Lifelong Educatioh, Paris, 1970, and others,

3. OECD, Recurrent Education: A Strategy for Lifelong Learning, Paris, 1973.
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» Report of the Tokyo Conference. Thcse are the people most hl{ely to

be even more neglected than they " are now in theé event of the intro-
‘duction of a sophlstlcated system of lifelong education.' The hope of -
helpmg them lies in’ catcrmg to those needs which they themselves _
recognize as urgent and in using flexible, informal teaching methods. . -
Any system ontinues to feature academic courses and the pur- -
suit of form quallﬁcatlons will be death to their interests. Indeed,
the concern from the adult education st‘andpomt is that rising inter- .
est in lifeiong education spmngs in many countries from a desire to"
rationalize, and economize in, post-school academic education rather
than to pursue broad social and economic goals
- - The th1rd main reason: for the growing importance of adult
education is that for sound practical reasons many countries, espe-
. cially in the Third World, have felt obliged to enlarge and diversify
its functions. These functions relate mmainly to public or collective
_ rather than'to individual goals and can be classlﬁed under two broad
headings® (a) those relating to the pursuxt of natlonal goals and (b)
‘those relating to communlty goals.
*In pursuancc of national goals the only furction of adult educa-
tion that is more or less universally, aclmowledged is occupatlonal
tralmng Virtually all cquntries now apprec1ate that economic pros-
perity and stablhty are contingent upon creating and maintaining an
adequate supply of motivated and skilled manpower. In highly in-
dustn%l‘zed countries it is realized that in‘an age of technological
innovation the knowledge and skills of the work force rapidly become - -
obsolescent, no matter how effective initial tralmng sqhemes may be
for short-term purposes. Moreover, whereas the humber of jobs for the -
-unskilled steadily declines the number of jobs requiring higher skills
and the knack of adaptation steadily increases. In less industrialized
countries the 1m.pact of technolpgical change on the industtial sector
is no different but is far outweighed by the need to increase the
B efﬁclency of the agricultural sector. When framing their developmcnt
plans in the late fifties or early-sixties, most developing countries set,
their sights on speedy industrialization. Today their dcslre for industrial
growth still remains but it is beyond doubt that rural dcvelopmem
haﬁ; become their fidst priority.! Governments are seeking a ‘vast
1ncrease in agricultural yields not dnly so 4s to créate surplus
wealth for capital investment but also to- ennqhgthe countryside and

s

4 )

1. cf. J. K. Nyerere, Ujamaa: Essays on Socialism, p. 96-7, Dat es Salaam, x96i§
“To be realistic, therefore, we must stop dreaming of d;vclopmg Tanzania
through tHe establishment of large, modern industries. For such things we have
ricither the money nor the skilled manpower rcqulrcd to make them efficient
-and cconomical. We would even be making a mistake if we thmkén terms of

- covering Tanzania with mechanical farms, using tractors and combine har-
vesters. . . . Our future lies in thc development of our agriculture, and in thc
dcvclopmcnt of our rural areas.’
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’ thereby to afrest the continuing exodus from the land to the towns.
Setting aside vocational yraining, it is possible to discern in indus- "
trialized countries no more than a- glimmering of recognition that
adult education rmght be an adJunct of national policies. By contrast,
within many. less-developed countries, where nat10n—bu1ld1ng is no
idle slogan, adult. education is ascribed a major functional role in
& national plans for development Thiere are two reasons why the’ less-
‘ developed countries view the education of adults as a national con-
cern rather than the margmal and fragmentary activity.it remains in
most developed countries.. The first is the need to inculcate a-sense of
national identity and social cohesion so that citizens will pull together
for the common gqod—m Malaysia there are ‘national sohdanty
classes’; in countries such as India with an ancient culture the aim
is to awaken pride in the national hentage. The second reason is that,
with few exceptions, developing countries have to overcome the prob-
- 1em of grinding poverty: They cannot afford the luxury of educational
. programmes that do not directly contribute to the end of guaranteelng
every citizen elementary’ living standards—a home to live in, suffi-"
cient food and good health.*The use of adult education as a means ofi
. implementing national policy s influenced in some developlng countries
by acceptance of the residual factor theory, according to which the
_critical keyito developmeﬁt is efficient investment in human capital.?
Investing in human capital ‘means not Just waiting: for the next
generation to enter into' working life but i increasing the skills and know-
ledgq.f of the adult populatlon here arid now. At the threshold of the
sixties, developing countries had great confidence in the contribution

.that formal education, efficiently planned and controlled, might maketo
economic growth; had not a high level 6f education helped to préduce
‘economic miracles”in the Federal Republic of Germany and Japan?
“That faith has already largely evaporated., Expectations that children
" and even adolescents about to leave school could be taught practical
skllls to be applied successfully in due course in working life have not

R. K. Gardmcr, “The Development of Africa’s Human Resources’, Trammg Sor
Adult Education in Afnca, P- 34 African Adult Education Association, 1969:
*In recent years, intensive studies in the mechanics of economic-growth,
even in the highly developed countries of Western Europe, have revealed that -
only a small fraction of such growth can be cxplamcd by the actual amount of
investment made i physical capital. Whercas, it has been found that a
considerably greater part of development can, in fact, be attributed to a.very
wide range of other factors which mcludc cducatlon, training, health and -
rational attitudes to life and work.
- “This realisation has had the effect of malung economic planners shlft the -
models of their plans fram. over-concentration upon physical or material
_investment to what has come to be variously known as “Investment in Man”,
or "Investment in Human Capability” or “Inyestment in Human Resources”.
‘And the tcndcncy is that the wide variety of crucial human factors which can
assist cvonomic growth have assumed much greater slgmﬁcancc and 1mpor-
tance than they used to-under the old economic theories.’ .
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been fulfilled. Attachmg farms to schools and mcludmg work on the
farm’in the school curriculum has not resulted in making children good -
farmers. It turns out to be far more efficient to curtail the expansion
of primary school enrolments and 1nstead to 1mprove the performance
of practlsmg adult farmers.? R

It i$ the farmer—not the upxl——-who must be the main object
of specific agricultural training, although this” training itself is
likely- to be more effective when it is extended to an already more
or less literate - population.

Adult education, in contrast with the'”edueﬁon‘ of the young Wthh
may well absorb scarce resources and retard progress, is now gener-
ally considered to be a more potent factor in accelerating economic -
development. e
~ Another function now ascribed to adult education is that of help-.
mg societies adjust to the effects of social change. There is a tendency
in some educational circles ‘to talk as though social change were a
purely contemporary phenomenon. This view is demonstrably false. -
Consciousness of standing on shifting sands 1s for some societies at
least as old as the industrial revolution. What is new is the rapid pace,
complexity and irreversibility of change and the fact that no_socicty
is immune ftom the consequences of technological development. A
remote village anywhere in the world. may be affected, like it or not,
by a political decision taken in a capital city a thousand miles’ away

" or by an economic decision ‘taken on another continent. And in how

~ many villages today. is there no transistor radio Jransmitting strange ¢

messages, no family not in communication with a young son or rela-
tive gone to seek his fortune in the town? The contemporary dilemma
is to adapt to these turbulent times “without dislocating traditional
social ‘patterns and values beyond recall. Societies .cannot stand still A
nor can they afford to change too abruptly. Somehow they have to
recognize and to find a way 'of, dealing with’ constant emergencies
while at the same time looking ahead to challenges that lie beyond
the horizon. According to Toffler: 2 : :

The technology of tomorrow requires not, millions of hghtly
lettered men, ready to work in unison at endlessll)"1 repetitious
jobs, it requires not men. who ‘take orders in unblinking fashion,
aware thag the price of bread is mechanical submission to author-
ity, but men-who can make critical judgements, who can weave:
their way through novel environments, who are quick to spot new
relationships in the rapidly changlng reality. It Tequires men-
who, in C. P. Snows compelling term, ‘have the fature in the1r
bones .

1. P Foster and J. R. Sheffield (eds.), ‘General Introduction’, Education and Rural
Development, p. 8, London, 1973.
2. A. Toffler, Future Shock, p. 364, L.ondon, 1970.
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Learning, itis now generally believed, will help the process of recognizing
‘new relationships’ and problem-solving. H. L. Miller has pointed out: !

. The adult educator faces the task of resocialising the adult.

In'a static traditional society adult education is redundant; the

- adult has no need cither to change the ways in which hc plays
important social roles, or te acquire new skills.

And the ideas of Freire have bccomc influential: 2
. The literacy process; as cultural action for frccdom, is an
act of knowing in which the learner assumes the role of know-
‘ing sub_]cct in dialogue wx(ktl}czctlucator.v .
In short, the primary aim of adult education is not to impart mforma-
tion but to help produce behavioural change. -

Yet another function ascribed to adult education’is that of fos-
tering social Justlcc However seriously or cynically it may be intended,

"a declared aim of virtually all contemporary national approaches

towards education is equality of opportunity.3 It is commonly stated
that every effort should be made to guaranteg equal access to educa-
tion to all citizens. At the very least, every person should be entitled
to a recognized minimum of education, and as the economic pros-
perity of 2 nation grows so it should raise the educational level' of the.
whole population. This conviction has undoubtcdly gained much
wider acceptance since 1960. In addition, experience has shown that
in order to remove gross social inequalities it is not sufficient simply
to introduce unijversal primary education, for children who' grow

- up in deprived areas seem doomed to gain scant benefit from attending

school so, long as the environments in which they live and the hostile
or negative attitudes of their parents towards education militate
against their learning effectively. Governments can deal with this
cycle of deprivation only by initiating major social reforms. Mean-
while, socicty owes it to adults who went to schools in deprived areas
to compensate for the inadequacy of their early educaticn. The equity
argument, ‘as advocated in Sweden, for example, logically entails
making-it possible for older people to keep up with the young. This
is done by offering them every inducemrient to resume their education.

So far we have been discussing adult edugation functions from a
general social standpomt The beliefis sprcadmg in certain fdevclopcd

1. H. L. Miller, ‘Adult Education Objcctwcs in Jcnscn, lecnght and. Hailcn-
" beck (eds.), op. cit., p. 222.

2. P. Freire, The Adult thcracy Process as Cultural Acuon for Frccdom Harvard
Educational Revitw, Vol. 4o, No. 2, 1970, p. 212.

3. See, for exawmple, B. Schwartz, L’Education Demain, p. 12, Pam, 1973: ‘Thc
concept of equality of opportunity signifies that any natural inferiority, be
it economic, social or cultural, must be compensated in so far as possible by
the educational system itself.’ .
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and developing countries alike that, with the aid of education, adults
. can make some impression upon the problems that face them in their
separate communities. The undesirable consequences of social change
‘have led many central governinents, local government authorities
and volunteer groups to turn in desperation to what arc essentially
adult education devices as a means of combating them. The chief
contemporary social evils- have received widespread publicity:
poverty amid plenty; urban decay; racial conflicts; lonéliness; anomy;
alienation; the generation gap; drug-taking; contempt for normative
social bchavxour In more than one country the breakdown «of the
social order has reached a critical stage. The blame for this social
malaise has been partmlly ascribed to a lack of social planmng and
" the inadequacy of existing educational systems- but it is gcncrally
agreed that the root of the trouble lies in the decline of regional ties,
the brcak-u'p of communiti¢s and the nuclearization of the family.
The quegion has arisen, how is a community spirit to be restored ?

-~

The moft hopeful solution has been the apphcatlon of a community

chclo ment principle,. ? Iready widely adopted in developing coun-
tries, t0 stimulate people to tackle their social problems through

political and co-operative action and to.evoke the idea of the educative
d‘o;nmumt “4n which learmng takes place through the general stimulys
ofa lcarmngéconscmus envirénment.

At the flicro-level, a function more and more frequently ascrib: -

ed to adult cducatlon isithat of anticipating or reducing conflict
Jm the pohtxcal and employment spheres. In many countries there'is
increasing concern about the widening gulf between the aims and
* policies of public auithorities and the aspirations of particular groups
and communities. This disharmony frequently results in an overt or
masked brcakdown in public order. Communities feel powerless to
influencé decisions affecting their daily lives and, for their part,
- politicians and’ officials complaine thdt many pcople protest about
injustice and faceless burecaucracies but fail to resért to-the properly
constituted ¢hanncls for, registering gricvances and declaring their
wishes. Wheén human relations become soured in the world of work

damaging conflicts may also arise: ! £
Whatever his training and occupational seniority the worker of

today will no longer submit to being a mere pawn on thé vast
c'hcssboard of ithe mysteries of production or to being: another
man’s creature. He wishes to be adult and ruponslblc, consulted
but free to choose.

:,, One way of bridging the divide in commuiriications, as many adult
“educators have long realized, is to cncourage the practice of self-help
and to foster increased pubhc participation in the political decision-
making process along with an industrial democracy. This opens up

1. H. Hartung, *Pour une Education Permanente’, p. 52, Paris, 1966.
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" a new and challenging role for 4dult education, for in order to operate
effectively both local community groups and employers and workers
need the guidance of trained professionals and access to the services
that adult education agencies ¢an supply. Learning to Be? refers to this
function of adult education: . ’ - -

While adult educational activity may have a less unifying effect
(since it may be independent of and opposed to public education),
it does contribute' to awakening civic spirit and a sense of social
commitment, to arousing intcrest in others and assisting people .
to escape isolation—whether chosen .or imposed. -

In a good numher of countries the fourth and final reason for the, .
- increasing importance of adult education is the sheer pressure of pri-

", vate demand largely resulting from the growth of leisure. Leisure
remains a scarce commodity for many inhabitants of the world. In
those countries, however, where the working week is shortening and

. the length of holidays increasing, leisurc is now. treated as a_right

rather than a privilege and this has had a pronounced impact on the
scal¢ of demand for adult education in two respects. First, some pcople
wish to use some of their leisure hours for satisfying intellectual-and
* aesthetic tastes or for acquiring skills or for studying in ordér to obtain
better qualifications. As a result, they are making heavy demands on
, adult education ageggies. Secondly, as leisure comes to be s¢en as
a right, so tax-payers clamour for improved leisure-time facilities,
including better cducational and cultural provision—more cvening
schools, more opportunities for part-time degree study, more arts
and crafts centres and so on. . , .
Education for leisure is at bottom an élitist concept: ? '
- In iL\:csscncc a liberal education is an education for thought
« and aesthetic appreciation. It proceeds by imparting a knowledge
of the masterpieces of theught, of imagination, literature, of
art. The notion which it contemplates is command. It is an
aristocratic concept implying leisure.
Leisure is conducive to purposeful learning and reflection only when
people are powerfully motivated and when, as Dumazedier, theleading
authority on the subject, has pointed out, they have already reached
a reasonably high level of education. When men and women
work and live in disagrecable conditions and when they have no
status, their lives are stultifying, and if they have no status function
to fulfil in their communities, then evidently they have no reason to
want to learn. With money in their pockets they will seek excitement
and escape into unreality at the cinema or by watching television or
reading popular books. Without money they will simply stagnate. - N
.There is now much discussion in educational circles about how to - ‘

1. Edgar Faure ¢ al., Learning to Be, p. 150, ParisfJLondon, Unesco/Harrap, 1972.
2. A.N. Whitchead, Aims of Education, p. 70~1, London, 1966. :
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induge ¥nore people ‘to use some of their leisure in promoting their
personal dcvelopmcnt. Somc edicationists’ argue that most adults
who do not partitipate in educational activities will not, in the first"«
 instance, be attracted fo intellectual and cultural pursuits.for their
own sake. Thcy may. acqulrc a zest for learning, however, through
‘engaging in group activities which bring them a palpable matcnal
or social advantage. -
~ Aristotle’s distinction between work and lcx‘surc, and in leisure
between education and recreation, has exerciséd undue influence over
adult educational practice. The educational needs, of adults can only
- partially be satisfied by a judicious use of their leisure time, even given
“that they have any. Some subjects and some skills can_best be learnt,
perhaps only cﬁ’ccnvcly learnt, through concentrated study .over
. . a short period of time and, without having to compete with the - .
burdcn and stress of work, us, the concept of time for study has
“ to embrace more than leisute time. Time off from work is required.
Some governments have recognized this need by legislating for - paid’
leave and an mcrcasmg number ‘of employers are prepared to sanc-
-tion Paid leave. not only for the purpose of study directly related to
output on the job but for study designed to aid personal development.
- In this chapter it has been shown that the broad concept of’
adult education advanced at the Montreal Conference has gained
'W1dc3prcad acceptance among politicians, informed cducatxonal
“opinion and leading adult educationists. After-closcly survcylng the
. Wcst Europcan scene, J. A. Simpson recently concluded:? | .

s

Havmg stressed the variables between our countries, it is only
fair to say that they arc overriden by major factors of conception,
purpose, attitude-and method which do, in fact, enable us to
speak. with some justification of ‘Eurepean Adult Educatlon .
hatever-the difficulties of our new definition, there is, in most * -
of our countries, a reasonable consensus about what constitutes .

/— : adult education. )

He went on to say that this commumty of undcrstandmg between
Western European countries was unique. In reality, wherever groups -
of countries share common problems and traditions a consensus about.
the aims of adult education may be found. There is a conscnsus, for
example, among the countries in Africa that once came.under the
influence of the United Kingdom. And-at international conferences
delegates from Latin American countries, with one or two exceptions,
convey a strong impression of sharing the same values and. many of
the same institutional approaches. .

Unfortunately, this agreement about the aims of adylt ediication
has not led to practi¢al action on an impressive scale. Qutside a handful
of countncs such as Tanzania, where adult lcamcrs outnumbcr child

1. Sxmpcon, op. cit., p. 15.
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learners, it is performing only to a limited degree the ambitious func-
tions theoretically ascribed to it. One reason for this is that a great
many pohcy-makcrs and senior administrators, not least within
‘ministries of education, continue to underestimate the value of adult

education or +o find its ramifications confusing.! Thus, in 1968 the
Fourth Commonwealth Education Conference sct up a working
" party on spegialist meetings which decided that adult education *

. has different meanings in different countries. Thc Working
Party doubted whether this was a suitable topic for a single
specialist conferenge. It also noted that problems of adult edu-
cation especially as they affected developing countries could be
usefully discussed as part of a specialist conference on agricul- -
tural education. . v

‘Adult education not only lags because legislative and logistical support

is lacking but as a social institution it can effectively perform its ascrip-

tive functions only when faced with 'a responsive clicntele. As things

are, there is a mismatch between the aims of many current programmes

and the largc aims ascribed to adult education at the theoretical level.

In country after country only a small segment of the adult population

takes advantage of educational opportunities and that segment nor-
mally corresponds to the already privilegcd to such an extent ‘that

the consequence of the recent expansion of adult education has been

to widen rather than reduce social dlspantws .The imbalance is
mainly caused by the lack of interest in current programmes shown

by large majorities in most-countries and the difficulty on the public
authorities’ side of translating their goodwill into action. It would

seem necessary, therefore, as agreed at the Tokyo Conference, to go
beyond general declarations of intent and to ascertain precisely what ,
human neceds adult education might satisfy if the providers and con- .
sumers could only be brought into a fruitful partncrshlp The next

two chapters will accordingly examine the nature of the demand for
adult education.’ -

- [}

1. cf. P. H. Coombs, The World Educational Crisis: -A Systems Analysis, p. 139;
London, 1969: “The aims of these activities arc often unclear, their clientele
undefined and responsibility for their management and funding scattered
among dozens of public and private agencics. They sprang up spontancously,
come and go, at times succeed brilliantly but just as often dic unnioticed and
unmourned.’ cf also: Officc Catholique d'Information sur les Problémes Eu-
ropéens (OCIPE), Continuing Education in the Making of Europ:, p. 4, Biussels,
1971: ‘The idea of continung education is still a matter of controversy. Some
reject it as subversive becausc it puts the usual forms of education into qucmon

' afresh and because it involyes a critical appraisal of cultures and socicties.’

2. Report of the Fourth Commodalth Education Conference Lagos, 1968, p. 68.
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If success could be weighed in numbers then adult education agencies
would have every right to be clated by their more recent achieve-
ments. In preparation for the Third World Conference on Adult
Education, Unesco.invited Member Sates to reply to a questionpaire
which ‘included an item about enrolment trends. The response was
uniform: in nearly every country the rate of participation had soared -
since the Montreal Conference?® and there was no sign of the curve of
progress dipping or even flattening out. Several countries reported
that in any one year 20 per cent or more of their populations had
become participants. - ’ ,

Yet a widespread uncase was reflected in the debates, at the
Tokyo Conference. This was due to the fact that a direct relation is
now seen:to exist between, the level of initial education to which ¢
people attain and thcir willingness to continue their education in
adult life. In nearly all countries there are pronounced differences -
between the socio-economic characteristics of those who, participate
in adult education and those who do not. Individual perceptions of
its value vary according to the social status of the observer. Partict-
pation, especially in more formal educational ‘activitics, is a middle-
class phénomenon. Thus numerical expansion of enrolments
during the sixties was very largely a direct result of the general expan-
sion of compulsery schooling, particularly at the primary school
level in developing sountries and at the upper secondary stage in
industrially advanced countries. How ¢an there be satisfaction with
mere quantitative growth when people with the least education do
_not take advantage of the available opportunitics or arc denied access
to such opportunities? . ' .

1. In Poland,for cxample, the rate of enrolments trebled between 1960 and 1g72.
. ‘ . ,
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In the old tradition of such chuntries as Denmark and thc United
ngdom there was an cvangchcal strain' and an unquestioning”
_assumption that the pnnmpal aim of adult education was to help
those who had not bccn)n%l‘c to profit from initial education. Until
very recently the illusion retained in these two countries as well asin
many others that adult education was an "essentially egalitarian
service. In fact, it has not been so for some considerable time. Reali-
zation of this truth has dawned as a result of asking what adult édu-
cation is contributing 10 the social, economic ahd environmental
prdblems dlscusscd in Chapter 1 and ﬁndmg that the answer is not a
great deal. Today concern about the narrow appeal: of adult educa-
tion has become a stock jtcin on the agenda of almost every national
and international conferénce. Never before the Tokyo Conference,
however, had concern for the cducatxonally underprivileged been
felt so deeply:?

No groups or individuals in society should be denied access to

" adult education. Participation should be as broadly based as
possible. This requires that barriers to access should be Yetnoved
and that the motivation for adults to learn be specially studied.
It should be particularly noted that many adults lack the time
a sources to participate in education. Paid study leave, day
release and security of employm-=nt durihg study leave should
therefore be guaranteed through appropriate legislation. Unem-
plo ed workers- should “have fi ht to occupational training
to be-paid during training. Workers’ education and trade
'umon and co-operative education should be promoted. The
main thrust of adult education in the 1970s in devéloping pro-
grammes should be to meet the educational needs of traditionally
underprivileged groups in many socicties. Among these can partic-
ularly%c mentioned unemployed youth, premature school-leavers
in developing countries, the rural population of many countries,
migrant workers, the aged and tﬁ uncmployed. Within these
groups girls and women are often particularly disadvantaged.

The above view—that at appropriate stages in his or her life every
adult ought to participate in organized learning experiences—is casy
to hold but’ uncommonly difficult to 1mplcmcnt

The main determinants of participation are sacio-economic
status, age and educational attainment.® All are important but the

1. Final Report, op. cit., p. 17.
2. cf.J. W. C. Johnstone and R. J. chra, Volunkers Sor. Learmng A Slud_y of the
Educational Pursuits of American Adults, p. 4%, Chicago, 1965: “Taken together,
. the impact of all three factors [cducanon, occupation,  and income] was
cnormous: a person who had been to college, who worked in a whitecollar
occupation, and who made more t_han $5,000 a year was about six timcs
more likely to have been engaged in learning pursuits durirlg the previous
year than a person who had riever gone bcyond grade school, who worked
ina bluc-collar occupation, and whbcc famxly income was lcn than $4,ooo
a year.’




. Attitudes, noods, motivation and lsarming ability
- B ‘ 4I
'most significant fact is that a positive correlation generally exists
betwéen thé inclination to participate and the previous level of
- educational attainment. Indeed a law of participation might be stated
‘thus: ‘the more education a person has experienced, the more educa-
tion he is likely to seek; the less education a person has experienced,
the less education he is likely to seek.” Thé¢ tendency for participants
in adult education to have had a fair amount of previous education
and to enjoy a fairly high social status and for non-participants, by
contrast, to have had little or no education’ has not simply been
discerned by organizers but has amply been borne out by statistical
. inquiries.* It is also a cross-cultural phenomenon:?

In the 1960s a great deal of research was done in the U.S.S.R.
on the problem of frte time. This research has shown that low
cducational standards account for the fact that certain sectors
of the population make imadequate use of the cultural’ amenities
afforded them by the’ State. A close link was also established
between educational standards, tic utilization of free time an

opinions about the way in which'it was used. -

A large-scale survey carried -out in the United Siates in 196162 led to
the conclusion that:? ' 4

The adult education participarit is just as often a woman as a
man, is typically under forty, has completed high school 6r more,

. enjoys an above-average income, works full-time and most.
often in a white-collar occupation, is married and has children,
lives in an urbanized area but more likely in a suburb than a
large city. ... - ‘ .

A nation-wide survey carried out in England and Wales in the late
sixties revealed that 58 per cent of the sample had never attended an
adult education ‘programme. If thére was a typical participant, it
was a middle-class woman aged under 40, who had completed .her
secondary education and who was attending non-vocatianal courses
in order to foster her cultural development. 4

The disregard for adult education by large sections of natiomal
populations doces not result, in most cultures, from' the fact that they

1. For example, in countries belonging to the Council of Europe: ‘Investigations
into the slow growth of popular response to adult education have, over the

7 past fiftcen years, brought gut the fact that this response diminishes sharply
among those who have had-only the minimum of initial education prescribed
by law and who are usually to"be found among unskilled or semi-skilled work~
crs in later life. There is a remarkable unanimity of conclusions between the

- surveys of student characteristics, and it is clear that pcople are, in this sensc,
attracted to adult education’in inverse Tatio to their need for it'—Simpson,
op. cit., p. 56. ¥

2. Evidence submitted to the Tokyo Conference,

3. Johnstone and Rivera, op. cit., p. 8.

4. National Institute of Adult Education, Adult Education—Adequacy of Provision,
“1g70. ’ . .

q 89




.

The sducation of adslts: & world perspective
M N . ">42
have no 3parc non-workmg time or that thcy arc cngroucd ina vancty
~of leisure-time interests. Many of them command plenty, of spare
time but do not know how to use it creatively and frcqucntly do not
welcomé the prospect of having still more of it. It is"not always a
straightforward desire for extra money that causes people to work
." long hours of overtime or to undertake more than one paid job, but
. an inability to use sparc time purposefilly. Personal. mtclfcctual

* enrichment—the pursuit of ‘culture’ (that central goal of many old- .

stylc adult e¢ducation programmes)—is an ochctlvc which appar-
ently has no appeal for great numbers of people.

Many factors may account for nbn-partxcxpatxon in educational
programmes.® They.may be grouped undér.three heads: personal,

Y

-

~ domestic and external. Personal factots may include fear of the unfamil-

_ar, fear of ridicule, emotional msccunty, feelings of social inade-
-"quacy, dislike of schooling, negative attitudes to learning, lack ,of

money, the uncértainty of future rewards, and mental and phyncalv
* handicaps. Domestic factors may include. difficulty in getting away

from home, opposition of a member or members of the family and

impossible conditions for study. External factors may include shift

work, fatigue after work and lack of transport. Of these factors, the
most important cluster around attitudes towards ‘education’, which

is commonly equated with ‘schooling’, and towards- school-teachers,”

who are commonly equated with all ‘educators’. There is plentiful

“evidence that great numbers of young people continue to leave sch001,

" fecling embittered or demoralized.

There are other rcasons than a lack of niotivation for non-
parucxpatxon in adult education. Facilities may not be available or
~ be quite unsuitable. Many people who know preciscly where to

"seck social and recreational opportunitics do not. know where to-

- seek educational ones. Outside large cities, many adult education

" centres are inconveniently located. In nearly every country thereisa
- geographical maldistribution of facilities, urban areas being by and"
large more richly endowed than rural areas. There are also mamfcst >

regiona! disparitics.

The availability of suitable facilities is the crucial factor. Evi-’

dcncc shows that the introduction of an adult education, pregramme
"into virgin territory almost invariably answers a suppm.scd demand,
the mere presence of an agency stimulating participation, The timing
and location of programmes? and the width of subjects on offer
obviously determine who can and cannot participatc. It is sufficient
fmparc the level of enrolments in any two citics which are more
alike but w}uch prowdc dxﬂ'ercnt aggregates and variceties of

1. There is far mote empmcal cvxdencc about the characteristics and attitudes

" of participants than there is about those of non-partxcnpanu. Most natcmcnu
about non-participation arc based on intuition,

2. Sec below p. 74-5. ~
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 programmeés ;*almost invariably it is-found that.the level of adult

education is almost directly proportionate to the scale of programme -

provision. In short, the potential incidence of participation in adult

education; even in the existing types of programmes, only becomes
evident when facilities are physically accessible.to everyone and when

0o method of publicity has been overlooked in making' the facilities
.- widely known. e T e
‘Some adults do not participate in organized educational activities

cither because they already lead. full intellectual lives as serious

réaders, concert-goers of voluntary .woikcrs or because they choose to
study alone or with an absolute minimum of external guidance. The
- phenomenon of ‘independent learning’ is-discussed below.* Here it

will suffice to point out that the incidence of independent learning'
in some countries* may be astonishingly high. Professor Allen Tough

has estimated that in" Canada.? o N E
./ About 70% of alkleatning projects afé planned_by the learner
" himself, who secks help from a variety of acquaintances, experts

" and printed resources.

There must. 'also be some signiﬁczincci_in the vast number of non-_
fiction book issues reported by many Jibraries throughout the world,

~ Ecpnomic-and even social privilege does not necessarily betoken
‘a privileged educaticnal backgretind. Some people achieve material

or social success.without the advant;agc‘szf ‘much, if any, education..

Equally, some people who start out with a good educational back-
ground and make no effort whatsoever in adult life to develop them-
‘selves intellectually,- effortlessly retain a satisfying economic .and
social status. Current public concern is not with these two categories
of non-participants but with -those underprivileged for whom an
improved social and’ economic status can be achieved only through
some degree of educational achievement. S :

. .- In the past it was claimed in"some countries.that to judge the
" success or failure of an adult education service by the percentage
of the population engaged was to confound quantity with quality.
What mattered was not how many people were participants but hew
‘géod the work was and the extent of the influence that the select few

" wielded in the comimunity at large. This claim had merit when the .

_participants were clearly natural leaders but'more often than not
this was not so; many of the ‘sglect few’—no 'discredit to them—
were preocgupied with their ownl development and had no inclination

-

b S

1. Sece page né._ i .

2. Beyond a yvery, primitive level it is obviously difficult to learn -indcpcndcndy :

in the absence of a plentiful supply of learnifig>aids, particularly printed

material. There is, accordingly, more independent learning in some countries

than in others. ) ' > o : .
3. A. Tough, The Adult’s Learning Projects, p, 1, Toronto, 1g71.
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- toserve or influence others,. And- today the notion that by educating N
a few carefully chosen people societies can leaven. the social lump is
_ simply not ténable on. practical, let alone ethical, grounds, ¢xcept in
. "-certain_Small communities. The fact remains; of course, that mere’
numbers sigiify very little. What matters is how much real learning
" - ‘takes place through 4dult cducation programmes and this is largely
. However, somie sceptics advance another 'argument against
becoming unduly obsessed with the non-participant phenoménon. It
is that the essential property of adulthood is freedom to choose what -
~is ‘best for oneself. A man has the right not to participate in~adult
‘education! As soon as governments or educators embark on:an ‘all-
. out campaign to reduce non-participation they run the risk of infring-
- *ing people’s freedom. Let us face the harsh truth that some people

- want to learn and others-do not and put ah end to Utopian day- = .
.. dreams.. AP e
. In fact, the case of the sceptics is overborne by the sheer weight
) ~'. :of the equity and public interest arguments in favour of expanding e

“adult learning opportunities. The equity argument is being. energeti-
cally canvassed by pressure groups on behalfof the educationally under-
. - privileged. The public interest argument is politically.more influential.
- - Thisis that the collectivé as.opposed to the individual requirements of. - "
. society cannot be met-unless participation in adult education becomes
© ,a majority phenomenon and, what i§ more, participation in appro- -
* priate programmes. The Tdtter qualification must be recorded because
so many existing adult education programmes, no matter how siiccess- -,
ful they may appear from the subjective view: of providing institutions,. ‘
are catering for an exceedingly narrow spectrum of needs. Before
- turning to. the tantalizing problem of how unmet needs- may be
assessed it will be necessary to demonstrate why thisisso. . - " S
+ The main difference between compulsory education and adult .
education is precisely that the first is compulsory and the second is '
nét. For all practical purposes those at school form a captive audience:
they are truly in statu pupillari. What they learn, when they learn and
how they learn are decided for them by somebody else. By contrast,
. adults themselves decide what, when and how to learn. More important
- still, they choose whetlier or not they will learn at all. From this it
follows that publicly ‘maintained adult, education institutions, or
) . 'governments wishing to promote adult education on'a mass scale,
' ~ can do no more than offer opportunities for learning, They cannot
guarantee that:a large number of adults will take ‘advantage .of such - *
opportunities and they cértainly cannot ensure that designated groups’ |
wildoe 0. - -t DT
A - public adult" education institution is like a supermarket in

v

1. See.the discussion of evaluation below, p. 104-5. s, 3 ) '. N
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that it cannot bc sure -of thc patronage of a sufﬁclcnt number of

people living in its catchment area 'to Jumfy its existence and only[;;

by trial and error can it discover which of its products, that is, its"

» courses and activities, will attract support. It is unlike a supermarket -
in that it can, if it so wishes and is not under pressure to break even -

gt)xancmlly, display not one or two but a2 number of products that are
tin evidént demand and devote a dlsproportmnatc amount of time
_-and ‘energy to promoting them. In other words, it can offer a few or

many programmes not because they are popular but bccausc thcy'

are considered socially desirable.
. In practice the majority of adult education mstltutlons——by

‘ no. ‘means only those under financial (prcssurc———consmtcntly offer

programmes which they know to be in demand.? This reduces the

.- tribulations of programme planning and can bg, justified on the

grounds that expressed private demand is a reliable and democratic
‘guide to what is needed whereas for an institution to decide what is
- good for people is not democratic practice but an fhsidious attempt

at social control. Moreover, those who partlclpatc are often respon-.

_sible taxpayers who know what they want and insist upon ?Ktaxmng it

Many public adult education_ ipstitutions attempt to strike .a
balance between pregrammes of proven appcal +and “experimental
programmcs thought to be socially desirable. This is a reasonable
compromise for there is,a limit to the time, energy and resources that

can be devoted to cxpcrxmcntal programimes and for the sake of staff -

morale and its public credibility an institution must maintain a

- strong basic programme. That having-been said, there is no moral
justification for taking the easy way out. Natlonal governmerits- and )

*logal government authorities have a duty to ensure -that as many -

learning needs as possible are satisfied as cqultably as possible. As we

have seen, nearly all countriés are committed in theory to the goal

©of equality of opportunity. This presupposes that thiey are willing - to

pursué active measures to remove barriers to part1c1patlon and to
encourage the maximym amount. of public participation in adult
education. In short, if they find that current programmes ‘are attract-
ing oniy a narrow band of the populatign and” satisfying only a
restricted number of needs, they should multiply those programmes
and develop new types of programmes to satisfy unmet needs.

~ ,

1. cf. P. Sheats, ‘Present Trends and Future‘Stratcglcs in Adult Education’ in
M.'S. Knowlés (ed.), Handbook of Adult Education in the United States, p. 554

. Chicagd, 1960. “The margmahty of.adult education in thé established insti-
tutional structure of our socicty has bccn ascnbcd in part to its "almlcssnus",_
to its open-ended and opportunistic “service” approach to its “cafeteria”
offerings of whatever the public demands, to its polu:)f of drift and the
abscncc of_goal-directedness. Educational oljjectives, when stated, are ckpres-
sed in’ such general terms as to be meaningless or at least beyond the rcach

- of scientific evaluation and measurement.’

/ ) ' :
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. To adopt an egalitarian policy in ptactice raises enormous
problems. First, there is the question of how to determine priorities.
In general, it can reasonably be forecast that very few countries will

. ever be able to finance an élastic public adult education service. If
all adults in a given cemmunity asked to joim an adult education -
programme, many of them would have to be rejected. And.even if a

countty were to decide to meet each and every demand as it arises,
it would have to build up an open and comprehensive service by
gradual stages, that is, it would have to select short-term priorities.

In, most countries the ‘cxistiﬁg pattern of expressed demand for

adult education is economically convenient since it makés only small

" inroads ¢n scarce resources.: If the demand were to be ingreased,
then the total expenditure would have to be increased or the present

resources would have to be redistributed. Thus, an extreme egalitar-
ian argument might be propounded that the financially better off,

who dominate current adult education programmes, shiould be left -
-to fend for themselves; since they are already privileged, it is unnec- -

. essary to subsidize them; if they want more cducation let, theni make
“their own private arrangements. To accept this argument would be

tantamount to jettisoning the greater part of existing programmes

. and with them the goodwill of people who exercise political influence
and ‘pay -a significant amount in taxes, especially to the local public’

authorities. It would also be to accept a levelling down of standards.
A more tenable strategy may be not to expend any more money on
existing programmeés but to devote all new resources fo a systematic
attempt to distribute facilities’'more evenly.!

In distributing resources more equitably, the-first priority appears

to be to ensure that learning facilities are widely accessible. At the-

present time, geographical areas in the gravest nced often receive
the shabbiest treatment. The reason is obvious: those areas sink that
cannot help themselves. Barring a minor miracle, like the discovery
in the vicinity of a valuable raw material, their situation steadily
deteriorates unless help can be procured from outside. Whether they

secure outside help or not depends upon the will of government. And

lere lies the crux. Governments.are wont to respond to pressure and:
pressyre is precisely what deprived areas do not know how to apply.?

- Furthermore,® officials, organizers and - teachers usually choose to

live and work where the surroundings are congenial. It is not therefore
1. THe question of financial allocations is discussed further below, p. 180-1.

2. An ICED tearfi has noted this truth with regard to some rural arcas in devel-
oping countries: ICED, Building New Educational Strategies to Serve Rural
Children and Youth, p. 101, 1974 (hercinafter referred'to as ICED)—"A related

" bisic cause has been the political voicelessness of most rural people—their
lack of realisation of their own inherent power to seek justice and improvement
-in theéir own lives, and their lack of organizations through which to express
themselves.and help themselves.’

N
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_surprising that many areas are nchly endowed with educational

. resources of which other areas are entirely devoid.

" Certain individual and communal learning needs are prcvalcnt
throughout society. But what is a priority need for one area is seldom
a priority for all areas.’ The disparity of needs between areas is espe-
cially true of rural wvis-3-vis urban populauons 1

Regardless of one’s political oncntauon, it is clear that the

centralized planning apparatus in most countries simply cannot
develop effective programmes for diverse rural populations. We
art hopeful, therefore, that rural communities will be increas-
‘ingly responsible for shaping some of their own' educational
programmes and will be allowed to play a greater role in helping

to make those decisions that are vital to their future. &

An ICED team arrived at the same conclusion. 2

¥ The dominance of an ecducauonal approach that has placed
too much: emphasis on formand mechanics. and not enough on
substance and process, and that has overestimated the wmdom‘

. and power of outside expertise and underestimated the intelli-
gences. of rural people themselves and the primary rolc they -
must " play in~improving their own lives.

The elasticity of individual adult lcarmng needs and the fact that
communal needs ncccssanly vary according to local circumstances,
including the very size of the population,® mean that they must be
singled out and catered for at the local level. So we face a paradox.
Adult education cannot flourish without some central planning and
control together with a good deal of support from central funds but
_ it has to be tailored to actual local needs and not to assumed general
- needs.

The problcm is not only to identify prcvaﬂmg needs but fo
anticipate changés in the social and physical environment that are
bound to create new nceds. At the present time, needs are identified,
if they are identified at all, only when they have become acute. At
the national level 4 unit ought accordingly to be given responsibility
for studying social and economic indicators, and at the local level
a unit or a qualified social scientist is required-to carry out a similar
function. Meanwhile, a pubhc authority responsible for educational
services or a providing institution cannot shirk the ta# of formulating
criteria for the diagnosis of need. To lessen its task it can apply two

1. Foctcr and Sheffield, op. cit; p. 11.

2. ICED; op. cit., p. 46

3. In a study carried out in the United Kingdom in the ﬁftxu it was found that:

. the volume of adult education provision possible in an area is very largely

conditioncd by thesize of its population. This is so because, with exceptions
to be noted shortly, the percentage of the population attending adult classes
at any one time varies from place to place only within very narrow limits.'—
J. P. Gould, The Recruitment of Adult Students, p. 1, Leicester, 1959.

. e -~
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_useful distinctions—one between, individual -and group or commu-
, nity needs, the other between felt or articulated needs and latent
needs.

As regards the first distinction, it is for a public authonty oran -
institution to decide whether to accord priority to collective or indi-
vidual needs. It is theoretically possible, of course, to weigh the
balance neither on one side nor the other. The core of the prob-
lem is how to identify and dmgnosc need: As already pointed out,”
there is no problem if sole reliance is placed 6n the matket 'demand.

- But if there is a determination to' serve thosé individuals and social
-groups in most pressing need, then no alternative remains but to

set out on the long, hard road of methodical inquiry. In instituting
such an inquiry two related questions immediately arise. First, on
what grounds is need to ke specified # Secondly, since there are numer-
ous educational needs and not all of them can be satisfied, -accord- .
ing to what criteria shquld a list of priorities be constructcd? The

" . answerto both qucstmnslsthat providers must make value judgements.
,Thcy cannot escape placmg a value on what they consider worth

wanting. In short, degreés of need have to be determined with

-.reference to a partxcular social philosophy. ‘ .

. There is then the problem that what provxdcns adjudge to be
needs, or what experts consider needs, looking at a given community
in its’ totahty, ‘may not be needs felt by individual constituents or
groups within the constituency. Far from it: their constituents may -
express wants that providers regard as undesirable or not urgent.

Such a conflict cannot be resolved by fiat but 6nly by consultation,
which may prove difficult if not impossible to engage in and will
have to end in compromise. -~

Another problem is that demands within a commumty or as
between communities may well conflict, Sociologists have pointed
out that there are very few truly homogeneous communities and that
no two comniunities are exactly similar. Again, there is no way -out
but to engage in consultation in the hope of rcconcﬂ.mg contradic-
tory interests. » :

There is also the problem that the mere expression of need may
have little significance. A person may say that he wants a specific
kind of learning experience but not be seriously motivated or may
really want a quite different kind of éxperience. Many adult education
institutions continually have the frustrating experience of seemingly

" identifying, through market research, a large clientele for a particular

programme or programmes only to find that the actual rcsponsc
is dismal. -

Finally, there is the problcm that so many cducatlonal nccds can’
be satisfied only if other concomitant social and economic needs.
are satisfied either beforchand or simultancously. Thus, a mother °
thh a low income and several small children ‘may be able to profit

#
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from group instruction on child care only if she is given a hot meal
before each meeting and if someoné is found to look after her children. ’
- In any case, poor people do not as a rule atomize their needs but they
may accept that in order to alleviate their poverty it is necessary,
among other things, to obtain informatiort or acquire a skill—in other
words, to learn something. This interdependence of educational and
" other factors implies that the process of diagnosing and meeting need
. entails close collaboration between educational.and other social
service agencies. - L . -
No provider of adult education is likely to deny that, the range
of adult learning needs is extensive and that each person has a unique
“set of needs. Yet in operational practice, - as.already pointed out,
programmes normally appeal to a truncated section of society and
offer a narrow spectrum of subjects and learning situations. They
are very seldom induced from a systematic diagnostic survey of the
relevant constituency. One cxplanation for this omission appears to
be that programme directors do not know on what grounds or by.
what methods to identify learning needs in general and the needs of
particular groups. In fact, some of the findings and concepts derived
from psychological research on adult learning ability and motivation
dre most illuminating, notably the concept of developmental tasks
and the life cycle. A
The psychology of adult learning was a neglected subject of
" investigation until very recently. Educational psychologists showed
no interest in it and neither public authorities nor employers nor
foundations saw much point in commissioning research projects.
" The result is that today we have very little data available as compared
with the wealth of data on child development, and present research '
activity is®confined to a few countrics.

The United States is one country in which a trickle of research
on the psychology of adult learning dates from an earlier period.?
Initially, in the twenties, the object of this research was to establish
whether or not learning ability was a wasting .asset after physical
maturity had been attained. Was there a rapid or slow process of
atrophy or no atrophy at all? A second area of research interest was
opened up in the fifties by R. J. Havighurst, who observed that the
motivation to learn and the subjects considered  worth learning
depended on two factors: first the stage that has been reached in the
cycle of life and, secondly, the social roles that one is required to play.

- Fo want to find out more about the effects of ageing upon the adult
personality is not an esoteric rescarch pursuit. On the contrary, the
- introduction of truly’ effective systems of adult education. depends

1. Sce E. de S. Brunner et al., An Overview of Adult Education Research, Washington,
D.C., 1959; sce also R. G. Kuhlen (cd.), Psychological Backgrounds of Adult ‘
Education, Boston, Mass., Center for the Study of Liberal Education of Adults !
1962 (Notes and Essays, No. j). ! i
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upon knowing how adults learn and what conditions best facilitate
the learning process. T ‘ '

The various studies undertaken in the United States have pro-
duced some invaluable findings about the learning ability of adults.
In the first place, it appears that intelligence does not automatically
decline with age. For example, two psychologists, Owens and Charles,
working with a group of adylts aged 61 who had taken the Army
Alpha Intelligence Test at the age of 20 or so, retested them, and

- found that they performed just as well except when obliged to use

numerical skills.!- Other longitudinal studies have shown that adults
first tested over-the age of 50 perform equally ‘well when tested after
an interval of ten years. In the aggregate, the studies indicate that
the speed of response slows down, the ability to solve problems grad-
ually deteriorates and the motor skills decline, but that verbal
fluency and comprehension may well increase: One crucial finding to
emerge is that the higher the initial level of educational attainment,
the greater the correlation with subsequent performances-at different
ages. People with low educational attainment who perform routine
jobs fall victim to mental atrophy.* The moral appears to be that
learning ability is retdined through regular éxercise.

A key factor in the attitude of adults towards learning is whether
or not they are:capable of changing their habits and attitudes, Here
the empirical evidence indicates that adults are not- consistently
inflexible but vary in their disposition*to change according to the
nature of the task set before them. Provided that a task is clearly
formulated, that they are assured of having opportunities to check

* and remedy errors and that they can pace themselves, older people

perform as well as young people.? Furthermore, resistance to change
may sometimes be an advantage in that it is a safeguard against
impulsive actions. One general finding of considerable importance
for educational practice is that adults of low applied intelligence are
more resistant to change than those of higher intelligence.

The impression that adults cannot learn or that at best .intelli-

‘gence steadily deteriorates with age is longstanding and due not only

to the erroneous assumption of those in authority but to the negative
attitude towards learning adopted by many adults themselves. There
appears to be a particular loss of self-confidence during the third age,
an age which is reached at different stages according to cultural
conditioning. One reason for this lack of self-confidence is that adults
are normally expected to learn under the same conditions and at the
same speed as young people and find it hard to compete. In fact, if

1. W. A. Owend'and D. C. Charles, Lifs Histoty Correlates of Age Changes in Mental
Abilities, Purdue University, 1963. . .

2. ibid. - .

3. J. Botwinick and J. G. Brinley, ‘Aspects of RT Sct During Brief Intcrvals in
Relation to Age and Sex’, Journal of Gerontology, No. 17, July 1962, p. 295-301.

»
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adults are allowed to pace themselves! they can learn faster than
under external direction, although self-pacing does ot increase the "~
speed at which young people learn. In the most up-to-date and far-

*  ranging discussion of researcli into adult l¢earning A. M. Hubermann

" has stated:? .-

In sum, what adults lose in maturational decline is compensated
by impact from the environment. What is lost in reasoning,
- speed and perception.- is gained in experience, knowledge and
wisdom—provided, of course, that mental stimulation is constant,
We can assume that motivational factors play a role here;
adults will continue to learn if they are able to concentrate their
learning in areas of experience in which their personal interests
licaswell. -~ =~ | : : .« ,
It is self-cvident that-adults differ from one another to a significant
extent. What is not generally known is that the differences increase
with age, not least in the range of intellectual ability. After surveying
the literature on the psychology of adult education H, Y. McClusky ’
concluded that accumulating data:? o : '

.., are providing a growing case for a differential psychology
of adults. Already it is clear that the pattern of abilities increases
in difference from adolescence, through early adulthood and on
into the middle and- later years. Moreover, we cannot assure
equivalences of stimulation and motivation in these successive
stages of change. " . .

The. findings of systematic inquiries into the psychology of adults
obviously have important implications for educational practice. The
evidence about changes in ability with ageing is especially significant
in view of the marked tendency for participation in adult education
 to decline more or less precipitately after adults have reached an age
- somewhere between 40 and 50. Now we know that the reason is not
. that adults cannot léarn but that they are conditioned to feel that -

- active learning is beyond their capacity. :
For educational practice the most valuable contribution of

investigations into the adult phase of life has come from the school of

1. See: R. E. Canestrati, ‘Paced and Sclf-Paced Learning of Young and Elderly
~ Adaits’, Journal of Gerontology, No. 18, April 1962, p. 165-8, . B
* 2. A.M.Huberman, Permanent Education: Some Models of Adult Learning and Change, .
p. 24, Strasbourg, Council of Europe, 1974. Sce also: R. M. Belbin, ‘The Biolo
gical Background to Aduilt Learning’, Explorations in Adult Learning and Training
' for Adult Education, p. 20, 1970: ‘Our review has suggested that some losses in
learning ability may occur from an early age and that progressive losses may |
.have a physical basis. On the other hand, searching, exploring, testing and
applying may be forms of learning that do not reach full maturity until late
in adulthood. If we are to see a progressive growth in further education and
industrial retraining we shall need to take account of the style of learning that =,
is natural for adults.’ o :
3. H. Y. McClusky, ‘The Psychology of Adults’ (unpublished).
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ego psychologists who argue that the adult personality is not fixed in
a mould at maturity but continues to undergo considerable changes
throughout the rest, of life. ‘Life can be viewed as a cyclical process
which at any one time calls into play a combinatjon of factors that
govern or inspire motivation and action. R. J. Havighurst calls these
factors ‘dominant concerns’? and summarizes them relative to each
age period as follows: (a) o0-10, cominginto independent existence;
(b) 10~20, becoming a person in one’s life; (c) 20-30, focusing one’s
life; (d) 30-40, collecting one’s energies; (¢) 40-50, exerting and assert-
ing oneself; (f) 50-60, maintaining position ancB\‘changing roles;
(g) 6070, deciding whether to disengage and how; (h) 70-80, making
the most of disengagement. : ‘o

Precizely when each of these periods arrives and passes depends
on the social group to which one belongs and may be influenced by
other factors. The scheme does not apply to people who are ‘anomic
“and marginal to the society’. Moreover, the scheme applies specifically
to American society and would require to be modified. for other
countrics. The basic concept of dominant concerns and the life cycle,
however, is universally valid as can be demonstrated by the corre-
lation between these dominant concerns and the educational activities
in which adults of indifferent age groups actually choose to engage.

As an adult progresses through life he must necéssarily change

his roles and hence his aspirations. These roles are described as.

‘developmental tasks’, which Havighurst summarizes as follows: ?
Early adulthood: (a) selecting a mate; (b) learning to.livé with a mar-
riage partner; (c) starting a family; (d) rearing children; (e)
©  managing'a home; (f) getting started in an occupation; (g) taking

, on civic responsibility;’(h) finding a congenital social group.
Middle age: (a) achieving adult civic and social responsibility: (b)
" assisting teen-age children to become responsible and happy adults;
(d) developing adult leisure-time activities; (e) relating oneself to

one’s spouse as a person; (f) accepting and adjusting tq the phy-

siological changes of middle age; (g) adjusting to ageing parents.

1. cf. R. J. Havighurst, ‘Dominant Concerns and the Life Gyclg, in H. W.
Burns (ed.), Sociological Backgrounds of Adult Edycation, p. 26, Boston, CSLEA,
1967 (Notes and Essays, No. 41). A dominant concern is the result of the
interaction of a developing human organism with the ego in a specific
situation. The indivitlual, at a given point of physical and mental maturation,
expects himself and .is expccted by the social group or groups in which he
lives to behave in“a certain manner, and his physical condition helps to
determine what these expectations will be.

2. See R. J. Havighurst, Human Development and Education, p. 257-82, New York,
1953. See also Havighurst, in Burns (ed.), op. cit., p. 25-36; B, Neugarten,
‘Continuitics and Discontinuities of Psychological Issges into Adult Life’,

* Human Development, No. 12, 1962, p. 121-30; H. S. Becker, ‘Personal Change in
Adult Life’, Sociometry, Vol. 27, No. 1, March 1964.
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Later maturity: (a) adjusting to decreasing  physical strength and
health; (b) adjusting to retirement and reduced income; (c)
ad_)ustmg to dcath of spouse; (d) cstabhshmg an cxplxcxt affil-
iation with one’s age group; (¢) meeting social and civic obli~> .
gatmns (£ cstabhshmg satxsfactory physxcal living arrangements.

An adult is motivated into participating in an organized learning

_activity if he thinks it will help him solve a personal, social or vocational

‘problem or make him feel happy. Thus, the learning cxpcrxcncu

that he may be inspired to seek will reflect his ‘dominant congerns’

and accordingly vary with the dictates of his particular age.

. Pcoplc s motives for participating, in.an otganized learning
experience are numecrous and overlapping. In the most compre-
hensive and scientific national survey of participation in adult educa-
txon ever to be undcrtakcn, Johnstone and Rivera discovered that
in the Umtcd States the main motives were as follows: * {a) fo become
better ififormed; (b) to prepare for a new job; (c) to obtain on-the-
job training; (d) to spend leisure time in an enjoyable and rewarding
way,-(c) to mect new and interesting pcoplc, (f ) to become more .
efficient in carrying out tasks and dutics cither in the home or else-
where; (g) to escape from routine; (h) to improve ahd understand
" job, home or family life rolFs (1) to improve gkills; (j) to increase
general knowledge; (k) to incyease income; (1) to develop personality

* and to improve inter-personal clatxons, (m) to develop some physical . )

attribute or attributes, - B
That list of motives is more or less similar to lists completed in

different societics _throughout the world. The motives can be grouped

under thrce main categories:. vocational; personal dcvclopmcnt, -

social relationships. Now if we take these three categories of motives '

and relate them to the dominant concerns of the life cycle we have
an invaluable formula for dctcrmmmg adult cducation nceds.

The -category of vocational motives has a particularly strong
influence on young people between 18 and ‘40, more specifically.on
men, especially young fathers. The majority of this age group attends

adult edncation courses for the purpose of preparing for employmcnt

or upgrading themselves or switching to angther job. At' this stage,

partxcxpatxon is largcly enforced by the realization that to cn_]oy a .-

goed life in the future it is imperative to become well qualified in the
present. Having found his occupational niche the man ©f 30 or so

secks advancement both in salary and status. Often the search impels .

him to return to ‘education’. Maybe, alsq, his employers expect him

to undertake further training or he himself is fearful of bt'.cormng
stale. Women whose children have reached the age of maturity
evince strong interest in vocational.courses because of their desire to ,,
find a job. Until enforced retirement or withdrawal from active labourﬂ

1. Johnstone and Rivera, op. cit., p. 143. - -
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draws near, a person may perodically have vocational motives. for.
seeking educatipn, That having been said, however, the drive for
occupational pgoficiency plainly diminishes with the passage of time
and disappears altogether when a man is reaching the end ofhis career.” -~
Personal development is a broad category and affects almost
everyone’s motive for participation. At the same time; those whose -
~ exclusive or at least overriding aim is personal development—a
concern to become more cultivated or better informed about human
affairs—tend to be aged over 40, of an age, that is, when they have’
more leisure and fewer financial cares. Women, in particular, often
face a life of boredom when their children. are able to fend for them-
selves, which partly explains why middle-aged women are so predont:-
o inant in adult classes. Having been confined to domestic chofes
for ten to twenty years a woman may come to deplore the inadequacy
of her general knowledge. She may also feel out of touch with the
society in which her husband moves through his work. Moreover, in
an 'age whén the personality factor is constantly stressed, she may
want to engage in an cducational activity as a way to enhancing her.
impact upon others. Men are pfobably less affected by personal fac-
,  tors than wom%n and the influence of the personal development
factor tends to exert itself upon therh at a later age. At the age of
" 50 or thereabouts men may start to attend adult education classes
o in the hope of self-enhancement. Before or after retirement they may |
* also want to learn a skill or to cultivate new intellectual intercsts in
order to be able:to occupy their leisure time rewardingly. Evidence
+ shows that young adults of a high socio-economic status and advanced
-educational background are prominent among thosé who participate
. ih adult education for thé sake of acquiring further knowledge or ’
. developing particular skills. Many young married women. cagerly
_seck information about home and family living, child care or matters
related to their husbands’ work. ' .

The social factor accounts for a good deal of participation in
adult education in the non-vocational sector. Many individuals hope to
make soéial contacts by attending adult education courses and partic-
ipants of all ages are often simply intercested in meeting other people.’
Some people engage in educational activities in response to external
pressures; thus, a few members of a social group may attend a course
and the rest may feel constrained to attend as the price of retaining
status. Again, one of theways in which an individual can raise his socjal
status in a given community, or even maintain it,may be to participate
in approved activities such as attending group discussion classes.

The ‘concept of developmental tasks and the life.cycle is inval-
uable as a guide to understanding the basic learning needs and
motivations ‘of adults and to differentiating them according to the
criterion (;? agé. For operational purposes, however, public authorities
and programme directors require further aids to programme planning.

2
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One formula is first to classify educational programmes according to
the individual needs that they attempt to satisfy and to ensure that
the correct balance is struck in each community setting; secondly, ‘to
divide the particular constituency into target or subgroups related
to a hierarchy of needs—such subgroups might be large, for cxamRIc,
illiterates on small, for example, men shift-workers in factories.!
The followmg classification ofeducational programmes accordmg

.to personal nccds, whigh has been, w1dc1y inyoked, ‘is relevant in most .

circumstances: * '
1. Remedial education: fundamcntal and- htcracy education—a
prerequisite for all other kinds-of adult education.

- 2. Education for vocational technical and professional compctcncc N
v —this may be to prepare an adultfor a first jobgranew jobor tokeep-

- him up to date on new developments in his occupation or profession.
. 8- Education for health, welfare and family llvmg—mcludmg all kinds

of health, family, consumer, planned-parenthood, hygxcnc, family |
‘. rclauons, child-care, etc.

4. Educauon for'civic, political and community competence—includ-
*ing all kinds of educational programme® about govcrnmcnt

community development, public and international affairs, votmg :

and political education, etc.

5. Education for self-fulfilment—including all kmds of liberal educa--

tionial programmes, eduication in music, the arts, dance, theatre,

literature, arts and crafts, whether brief or long-tcrm All pro-~

grammes which are axmcd primarily at lcarmng for the sﬁkc of

- learning rather than to achieve the other aims included in the
four other categories included above.

It may be argued that all these five categories of programmc are

equally important and indeed that thé Tirst four are mutually inter-

dependent. In practical terms, however, they represent a descénding -

“order of prioritics,® although there ‘will be many-communitics with a

. high averagé educational‘level which can afford to treat programmcs )

1, 3 and 4 as legs essential than 2 and 5.4

1. ‘For cﬂ‘ccuvc plannmg of non-formal education the populauon will havc to
be divided into various functional subgroups, cach with its particular develop-
ment roles and learning needs. The same educational programme cannot fit
them all; there must be a series of co-ordinated programimes, cach with its
own well-tailored objectives’—P, H. Coombs, The Planning of Non- farmal Educa-
tion: Some Initial Thoughts, p. 8, Paris, Unc:co, 1972. .
Liveright and Haygood, op. cit., p. 9. °

Maslow has pointed out'that higher needs cannot be satisfied until Jower needs
havebeensatisfied.—A. Maslow, Molivation and Personality Change, Néw York, 1970.
of. C. Verner and A. Booth, Adult Education, p. 53, New York, 1973: ‘Sociolo-

'? Ea

gical analyses of local community conditions provide ways of identifying social -

nceds. Thus an analysis of the educational population which shows a very high
level of functional illiteracy i is an indication of the need for indamental edus
cation. If the population with less than high-school education is high, then

, thercisa ?n\c?[ high-school equivalent.’ :
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There is scant evidence that thé findings derived from research
into the psychology of adult learning are filtering throngh to admin-
istrators and praclitioners, except for some small influence on tcaching
methods, or that the prmclple of beaming programmcs at carefully
defined target groups is bcmg apphcd This is most unfortunate and
accounts for some of the criticism levelled against the narrow appeal
of many adult education programmes. For as long as programmes are
- directed at articulated necds as opposed to needs systematically
chagnoscd so long will they reinforce the educational gaps at present
existing between social groups. In the next chapter we shall consider
-the problem of mcctmg unmet *ccds.

/ -
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To judgc from the contemporary outpounng of oﬁicml statements
- and conference reports, the main ‘concern of adult education should -
be t0. meet the needs of those whose lack of initial education denies -
them aecess to fqrthef education, a satisfactory job and a reasonable
income. Despite this concern, the effect of adult education program-
mes is often to widen the margin between social _groups that already .
exists when people ieave school. This paradox i is not new ! but more
and more w1de1y recognized as an intractable and universal problem.
Reeent setbacks in a number of eountries show that the goat of equal-’
ity of educational opportunity is extremely difficult to achieve.’ Thc' g
mere expansion of opportunities is certainly far fronf being the answer. .-
- The experience of many countries,- ‘regardless of their stage of devel- . '
. opment, indicates that in the absence of dlscnmmatory Theasures -
.+ .in favour of the less privileged, it is the more or less pnvﬂcged who . .
- gain the most advantage from educaticn. This was true in the past ' ‘
f the expansion of secoridary education in-Western societies and it ="
cen proved no less true of the rap]d expansmn of hlgher cduca-
tlon uring recent years T
: roughout ﬁq: Tokyo Con‘ﬁ:rcnce the problcm of how to rcach
apd s rvc the’ non-pa.rtlclpants ‘who often most nccd help -recurred

the Final Repdft: 2

. . M= >

. cf R.H. Tawney, The Radzcal Tradztwn, p. 92, London, 1964; °. . . our pnmary
-‘mmion, proclaimed from hundreds of platforms and in scores of pamphlets, .’
is to the educationally underprivileged majority, who cease their full-time edu-
cation at-or about fifteen, and who neced a bumme education both for then;
| - personal happmm and to help them to m0ufq thmcnetym wluch they hve.
-2, Fmal Report op. cit., p. 19. ‘.
o . s
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o d‘Thc widening gap between . natlons, groups and md1v1duals
.1 =, constitutes -the greatest ‘moral ‘challenge of our time. To close
"« - the gap is more than a question ¢f social justice: In an'era of

" ever-growing interdependence between countries and of increas- -
. ing human wants, it is .an ccononuc 1mpcrat1yc and a_pre:
* condition of world peace. :
This inequality is due also'to the uncqual dlstnbutlon of
, knowledgc But it cannot besolved simply by cnlargmg existing
-~ "¢ educational facilities. Experience shows that the provision of more
. o education in most:communities*tends to favour most the miready -
- well ‘educated; the educationally underpnvxlcgcd have yet to
o claim their nghts. Adult education is no éxception to the rule,
for those adults who most need education havc been largcly s
neglcctcd—the_y are the forgotten. peaple. .
s Thus the -major task of adult education during the Second -
_ : * Development Decade of the United Natlons is to scek out’ and
o L . 'serve tEcse forgotten people.

Irrespcctlvc of their political 1dcoIog1cs, tcchnologlcally advanced
and industrially retarded countries alike. testified at Tokyo that the .
majority of their populations did not participate even in non-formal '
adult education programmes and that a_substantial minority of these 1‘., S
compriged the culturally.. socially and cconormcally deprived. :
Concern about the deprived minority is inspired-not only by the
.. desire for social justice but by practical considerations. Largc sums
« of money may have to be expended on sqcial welfare that i is at best .
-remedial.' Income from taxation is lost when adults cannot work at- '
full capacity or work at all. Inagtivity and social frustration can lead
to violénce and crime.! Sometimes the underprivileged may become
so discontented and restless as to present a threat to political stability.
Not is the concern at all patroriizing for many commuhities that are
- poor have a rich cultural inheritance. Attcmpts to help the children
of the undcrpnvxlcgcd are aborted. This is an enormously important, . *
consideration that has been' insufficiently stressed. Children who
perform badly at school are more often than not those who come .
from poor homes, Their parénts are unablé to give them advice or
to help them with thieir studies; they eschew contact with the teachers
; cither because they identify them with a hostile institution or because ,
K__&cy do not know; or think thcy do not know, how to communicate . -
e ith them; thcy do. not ensure that their ch1ldrcn have the home
“support which is cssentlal for study, The education given at schools
* concentrates on cogmtlvc skills and neglects the affectivé factor. °
Thus, from a tcndcr age the socially dlsadvantagcd umnfcllcctual
. uncompctmvc child is often left hopelessly behind in the academic |

1. cf. S. Andréski, The Aﬁrcan Predicamen p 45, London, 1969: ‘No subtle Psy-
R chologlcal cxplanahons arc needed to account for the prevalence of crimes
against property m our cities where so many people have o other means of

-7 makmg a living.’ * - '
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race. The parents of such chlldrcn w111 npt be-able toobccomc suppor- oo
tive in the way that is required until their inhibitions about making =
contact .with the school have been removed and until they -cah see
for themselves that they must help their chlld.ren in "specific ways.
.Prcsxdent Nyerere, with his gift : for a telhng allustratlon, has writtenz!- .

Too often in our own society a person who sits down to read is,
accused of being lazy or of being unsociable. This’ attitude we
. must changc. When ‘we get to éc position where a man and
- wife can sit together in the evening each reading or reading to -
. cach’ other, and when their children are- encouraged. to, learn
~a " out of school by reading books, which are easily available, then
- we shall have madc a big brcak-throngh in our development. - -

In some, countries w1th a lpng record.-of compulsOry education there

- is a tcndcncy to assume that the more intelligent people have .

'_’_becn creained off, leaving behind a -lumpenproletariat: which canfiot

derive much, if any, advantage from education bcyond the most

- elementary lcvcl ‘The empirical evidence for this belief'is slight and o

.:of deubtful vahdny Certainly there remains’a” very large untappcd R

pool of ability among those who have left school at an early age.* ¢

- A number of research: studies have demonstrated. that the academic -

performancc of children from poor homies who shgwed themselves .

academically promlsmg at an carly age steadily declines thie longer

they stay at school, adverse externial influences on their learning

. behaviour proving too strong to be resisted and. causing’ them to

" work well below their capabilities. What such children require is

5 more not less schooling and yet society .reinforces academic success '

and penalizes early under-achievement by .giving those who are the

.slowcst to learn the leasttime to learn. A poor performance.at school ° "

is often the result of such factors as-the complete absence of- pgrcntal ST

. guidance, overcrowded classes, 1ncompctcnt tcachmg, lack of nutrition

and- above all an inability to express orally or in writing what they

feel: After school their nccd is for make-up fprogrammcs S0 dcugncd

as to take account of thcxr emotional fears of education. . “

. From some of the discussions and writihgs about the problcm

of cducatlonally undcrpnvﬂcgcd adults it might appear that a whole .

social class is in question. To equate the undcrpnvﬂcgcd with the *
working class is not only politically tendentious but inaccurate for *

many workers enjoy a comfortaﬁtandard of 11v1ng and havc quite

.

i. J.K. Nycrcrc, Frudom ‘and Sociali
.o 71968,
2. cf. Mlmstry of Edumuon, England and Walcs, 15-18 vél 1, p. 3971, London,.
"% 195@: ‘An observer of English education gan hardly fiil to be disturbed by the
large number of able boys and girls who lose their intellectual curiosity before
they have exhrausted their capacxty to learn.” This report also éstimated that
42 Ecr cent of puplls in the top 10 pcr cent of abxhty left school as soon as
pw] €. . o -
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-sufficient education to enjoy a reasonably full life. People who are
truly underprivileged suffer from a number -of crippling disadvan-
tages that are mutually reinforcing. They are compelled to accept
~low-skill jobs and are vulnerable to unemployment; théy may never

. carn a living wage or may experience relativé prosperity only during

) fleeting periods in the life cycle; they are likely to be socially and
- geographically immobile; they do not know how to organize them-

selves for political action; they lack the capacity for formal thought
and problem-solving; they have limited possibilities for recreation
and lack creative imagination. Education alone’ will not change

- thieir lives but it is an indispensable instrument of change, for without
a basis of knowledge people cannot adopt a new style of life.* The
challenge facing adult education is to motivaté pegple to learn how to -
cope more cffectively with their multiple disadvantages and to per- *
severe with learning. . I : -

. The educationally disadvantaged fall into two main.categories:

first, those disadvantaged by social, economic, family or geographical
circimstances; secondly, those mentally or physically handicapped.
It is to be noted that one disadvantage~is usuzilly accompanied by
others. The first group is. by far the more numerous, particularly in -

.. déveloping countries. It includes: (a) the illiterate;+(b) the rural
" poor; (c). the urban podr; (d) unemployed ,youth# without market-

- able skills; (¢) unskilled and semi-skilled workers} (f) unemployed
- and unemployable adult workers; (g) certain categories of women;
(h) ethnic minorities; (i) migrant workers (naﬁfnal migrants)}
(j) immigrants (foreign workers); (k) ttie elderly poor .especially those

]

in néed of less strenuous work situations.

o , The physically or mientally handicapped include the blind, the .
T deaf, the dumb, the paraplegic, the chronic invalid, the house-bound
o invalid and the long-term hospital patient.? ‘
o - For many countries, representing in total by far the majority of

* the world’s population, the first target group is the jlliterate. Sorge
warnings have been uttered about overrating lit racy as a prerequisite
of development. For example:3 . : ' ﬁ.},r— '

- . i ki -

o 1. cf. H. Becker, ‘Education for Adults and

S . cation, Vol. 5, No. 1, February 1969, p. 10: ‘In anex i
“ and social consciousndss(Bildung und, gesellsi qﬂh’;helr Bewudgtein) Strzelewicz

W o .

high degree of frustration. This sarfic study shows that
.« f; h level of ¥ducation is necessary beforé a desireffor further education
ptodevelop.’: L L _ . S
_ ti alyses of the charaicferisticsand problenis of the ‘edu- °
. cationally underprivileged, see: P. Clyne; Th Disadvaritaged Adult: Educational
: and Social Needs of Minority Group's,;*1.ondon, -J972; and D. Andersen and J. A.
Niemi, Adult Education and the Disadvantaged Adult, Syracuse, 1969.
3. M. Blaug, The Role of Edutation in Enlarging the Exchange Economy in Middle
Africas the English-speaking Countries, p. 25, Unesco, 1967. ’ 4

L
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... the zeal of some educationists has created the unfortunate ,
impression that everything in Africa depends on the-growth of

literacy: and general kriowledge, and that nothing can be done

until the level of education has been raised. :

Certainly the rpessag:: that literacy alone will not guarantee economic

o prosperity has been hammered home in many societies by the plight

‘ of young people who have successfully completed the primary and

+ even secondary school cycle only to'find themselves co:}dcmned to
unemployment or. unskilled jobs. The fact remains that,’apart from .
ethical considerations,! every developing country is wedded to the
belief that- illiteracy is an impediment to the modernization of a
nation.- ' P

In most developing countries, however, effective _participation
of adults'in the building of their own societies is- difficult if not
impossible because of mass illiteracy which constitutes a major
handicap to tHe communication -of ideas and symbols. The
implementation of other programmes of continuing adult edu-
cation, which is a pre-requisite for the process of modernization,

~is also often impeded or rendered impossible because of the*
inability of illiterate adults to participate. For these and other
reasons, the reduction of illiteracy is one of the major priorities .
of adult education in developing countries.? 5

Jhere would appear to be sufficient empirical ewidence .to sustain
s this belief. Recently in India a controlled experiment was carried
- out to distinguish between  the receptivity to change of illiterate
farmers on the one hand and farmers who had taken partinan exper-
imental ljteracy project on the other hand. According to the Ministry

of Education’s report, published in 1971:3 :

The rate of final adoption of agricultural practices among the
participants and control groups and its relationship to literacy
ability indicated that the rate of adoption among the functional
literates and the control illiterates tended to vary directly with
literacy level. For instance, over go per cent of the participants

&

N ;

1. “cf. Eve Malmquist, ‘Reading: A Human Rightand 2 Human PLoblcm', inR,C,
Staiger and O. Andersen (eds.), Reading: A Human Right and & Human Problem,
p. 2, Newark, 1969: “The person living in the the twentieth century who has |
not been given the opportunity to learn to read cannot function in a proper
way, cannot have a full human individual and social life. He is deprived of
a fundamental human right'to gain further education, to gain access to one
of the most invaluable instruments for learning, It has been #aid: “Learning
is living and¢/living is learning!” In a real sense, therefore, the ability to read

f is an indispensable element in-«’person’s equipment for living in every corner— '
of the world today.’ ‘ ’ N

2. J. Mtller (ed.), Functional Literacy in the Context of Adult Education,,p. 149, Berlin,

74
3. Quoted by Amrik Singh, ‘Adult Education and the School Syitem in India’
(unpublished paper prepared for Unesco).
<
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in the-high literacy category were using seed of recommended
- varieties compared to 81.8 per cent in the medium and 74.1
i}-)lc.er cent in the low. . . . Particularly important is that-the high
iteracy ability group had an adoption rate of nearly doyble that  *
of the illiterate group. This phenomenon is even more important
for fertilizers, implements and insécticides. For example, the rate
of adoption of improved implements for those in the Ex h literacy
ability category was approximately eight times that of the control -
illiterates. ~ . o L .
The magnitude of the illiteracy problent is awesome. According to
. Unesco estimates, the world in 1950 had some 700 million illiterates
in. an adult population of 1,579 million; in 1960, 740 million out of
.* . 1,881 million adults were illiterates; it was estimated that in 1970 some
%83 million out of 2,287 million adults were still illiterate, either be-
cause they had never had an opportunity to attend school or because
theyhad relapsed into illiteracy. Therecent figures underline two facts:
first, that there remains a sybstantial number ofilliterates in the second
half of this century; secondly, that there is a constant increase in the .-
total number of illiterates. Even on the most optimistic of assumptions
‘the number of illiterates will not fall below tlie 650 million mark by
- the year 2000. On the other hand, the illiteracy rate is falling steadily,
thanks to the extension of primary education and adult literacy
programmes; the most optimistic assumption about the number of
illiterates by the year 2000 would mean an adult illiteracy rate of 15
per cent of the world’s population.? T .
To indicate the crisis faced at present in many countries, it is
. salutary to consult statistics relating to India. In 1961, the total
’ number of illiterates was estimated at 295 million. By 1969 the total
~ had risen to. 349 million; only 13 per cent.of the female population
was literate. Although the percentage of illiterates in the crucial
manpower group aged 15-44 declined from 69 per cént in 1961 to Bg
« per cent in 1969, the total number of illiterates went up from 13
million to 150 million. A survey conducted in 1966 Jed to the conélusion
" that? . ‘ o
K ... the bulk of the working force in the country will remain in
: the same state of illiteracy in the next twenty years as at present
and will require at least another twenty years for achieving
100 per cent literacy of the census level, if the present conditions
ar¢ to continue indefinitely in future. o

Is it any wonder that the abolition or at l%a"t drastic reduction of

/ illiteracy is the firgt priority in the adult education_programmes of

L/)In'dia and many’ other countries?? S . '
R A Kt

I Unesco, Literagy rg67~71, Paris, 'Unesco, 1972.i’

2. K. B. Rege, Magnitude of llliteracy in India, p. 195

3. Methods of dealing with the literacy problem aré¢

“ +

Delki, 1966.
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Untll rcccntly it was commonly supposcd that adult ,1111tcracy
- was a problem confined to the dcvclopmg countries. Today it is clear - .
. that adult illiteracy is also :a serious problem in most industrialized
couttries, Estimates indicate that in several highly prosperouscountries .
- the. 1111teracy rate may be as high as 15 per cent. Not only the poor and
the unskilled are among the illiterate but also skilled workers and not
. mfrcqucntly the rich and apparently successful. The plight of the.
illiterate in. a lettered society can be particularly cruel. Many accounts
, have been published in recent years of secemingly competent workers
o . driven to distraction by the stress of pretending that they can read
~* andwrite. There are also many more than 15 per cent of some national
‘populations whoze rcadmg and writing skills arc nummal and whosc
.-pcrsonahty development is thereby stunted:* -

Modern research is beginning to find evidence for what has

often been intuitively rccogmscd namely that the more flexible

‘and wide-ranging a person’s. languagc is, the richer is likely

to be the quality of his life. Conversely, the more restricted and

o ln;utcfd his language, the more restricted and limited may be

’ his life.

Since 1960 or thereabouts there has been\a dccpcmng rcahzatxon that
literacy is a means to a better living and fiot an end in itself. Not only
will the neo-literate lapse into illiteracy in the absence of opportunities
for regular. reading and writing but he will become depressed if he
canriot function more effectively as a worker. The right to work and
to obtain satisfaction from work is becoming progressively more
contingent upon having the appropriate skills and capacity for adap-
tation to ever-changing conditions. Butin all countries, whether rich
or poor, there are many physically active adults who through a lack
of education are either unemployed, under-employed or doomed to
perform unpleasant jobs without any prospect of advancement. All
three conditions are demoralizing and extremely difficult to improve—
especially for adults over 50. Remedial action is certainly not possible
~unless apprépriate training facilities are made available and there
.. are strong inducements to take advantage of them.? In the rural
areas of developing countries it is obvxously necessary to create self-
employment opportunitiesthrough appropriate vocational preparation.
At present roughly 2,000 million people live in developing
countries and of these an average of 70 per cent inhabit rural areas.
In several countries no less than go per cent of the populatxon is
clagsed as rural. But in genéral, rural populations are victims of
neglect, often to the advantage of urban areas:?

1/ J. F. Wallwork, Linguistics and Language, p. i1-12, London, xgég -
" . 2. cf. M. Blaug, Education and the Emplojmmt Problem in Developing ‘C‘ountru.r, P- 74
Geneva, ILO, 1973.
3. ECA Secretariat, Africa’s Manpower Stlualxon and Prospects in the 1970, p. 4,
Addis Ababa, 1973. -
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7
The mass of the pogulahon in virtually all African countries
is located in the rura

ment in terms of better incomes and better living facilities, have
so far accrued to the urban communities.

Rural areas are doubly disadvantaged in educational terms. First, they
lack the general cultural and educative influences which often serve to

stimulate, inform and enrich life iti urban arcas. Secondly, they lack -

explicit educational programmes designed to assist the process of mod-

ernization. Their difficulties are compounded by the fact that the

. young.and cncrgctlc, frustrated by the lack of opportumty, qult the
: 'land for the cities. -

* At least rural development is now trcatcd as a top pnonty in
developing countries. In more’ developed countries, however, it is
often assumed that, since this is a mobile age, there is no particular
need to single out rural areas for attention.! The result is that in

otherwise prosperous countries there wre rural pockets where people -

live on or near the breadline utterly deprived of educational facilities.

Virtnally every urban centre in the world, without regard to the
stage of national development, * has to deal with the needs of a steadily
increasing subculture of deprived people. The problcm mamly arises
from the rapid speed of urban settlement. Thus,” w frcas in 1940

there were only four cities in Latin America with a populanon of

over 1 million, by 1980 there will be twenty-eight such cities.? There
are two types of depressed urban communities: the old and the new.
The first type is often found in or near the urban centre and evinces
all the signs of decay. The sense of commumty has been diminished or
totally destroyed; there is a high proportion of ethnic minorities and
recent immigrants, of the unemployed and of the infirm and elderly.
The new community may be a shanty development, haphazardly
sprung up on the outskirts of a town,* or a publicly planned housing
area designed for the lowest socio-cconomic groups. In such commu-

1. For cxample: ‘More than half the adult education institutions in France are
located in towns with a population gf more than 100,000 inhabitants. Yet
+  these towns constitute only 0.1 per cent of the communes and cighteen per cent
of the population.’ (vadcncc submitted to the Tokyo Confcrcncc) cf. Also
B. Hall, ‘Who Participates in Adult Education?’, Studies in Adult Education,

"(u 5, February 1973, p. 3: ‘In Tanzania, for cxnmplc, only 24 per cent of the «

cipants interviewed were brought up in isolated rural environments.’

2. cf. Final Report, op. cit., p. 22: ‘Industrial socicty was thncsamg the emergence
of a twilight world composcd of theold, social misfits or migrant workers; whole
areas were, cconomically speakmg, being sacrificed to the principle of return
on investment by the profit-oriented economy, and thus found thcmsclva with
problcms comparable with those of developing countries.’

3. United Nations, Social Change and Social Development Polzcy in Latm Ammca,
New York, 1970.

4. As hlgh as 40 per cent of the population of the cities in Latin Amcnc: may be
living in such marginal arcas. .
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nities there is almost no spontaneous drive .to ameliorate unpleasant
living conditions and social leadership is lacking. People live cram-
med together in an environment characterized by poverty, poor
housing, sickness and a high crime rate.-It also seems as if an inability -
to escape from suth an environment is passed on from one generation
to the next, so that he who is born among the urban poor is likely to
remain among them until he dies.* One-subgroup often in desperate
‘straits is that of newcomers from country areas. In some developing
countries, the distress of the urban pdor may bé overlooked because
of the prior attention.paid to rural development.

In many partsof the world, adults under 25 are numerically the
main consumers of post-school.education. This fact makes all the more
pmablc the plight of those young people whq have little or no educa-
tion, above all those who can neither continue with their formal
schooling nor take ddvantage of non-formal facilities provided under
the rubric of adult education:? , .

e many ministries of cducatlon have w1tt1ngl or umyxttmgly -
made this massive group of out-of-schoolers (¥naml}' between ¢ -
. the ages of 10 and 16) virtually forbidden territory for non-
formal programmes devoted to basic general education—this
in* the name of ‘protecting standards’ and guarding unwary
parents from cducauonal huckstcrs
In developing countries approxlmatcly ong-half of the population
is under 21. A large proportxon of these children and. young adnlts -
do notattend school? andit is unlikely that this proportion will dirinish
-during the present century. Moreover, among those who do attend .
school the dr0p-out rate is appalling. Young people without market-
_ able skills and the social confidence that success in education can give
find themselves unemployed or undcr-cmployc‘ﬂ in tedious dead-end
jobs. In many developing countries and in sectors of many developed
countrics youth unemployment has rcached crisis levels. It is also
rapidly becoming a problem in certain industrialized countries.

° [
.

1. cf. C. H. Meyer, Social Work Practice; a Response to the Urban Crisis, p. 60, New
York, 1970: ‘Yet, slum livingis...a living, breathing daily reminder,to the
individual that in an affluent socicty he is deprived and degenerated. In a
mobile socicty he is trappcd within his neighbourhood. In a materialistic

. :oc:ety, he is without any of its concrete,rewards. In an increasingly educated

. society that is tooling up for the post cybcmcnc age, heis illitcrate. In a society
that strives for supcrior medical care, he is the sickest both mentally and e
physically. In a socicty that rcachcd the moon, he must' cling to his outmodcd .

s+ fire-cscape.’

2.- ICED;: op. cit., p..47,

3. In Asia it is estimated that 225 mxlhon, children and young people aged be-

- tween 6 and 18 do not attend school. In the PLilippines in 1970 only 392, 768

young people were in school out of a school-age population of 2,192,000 and

many were ncmployed. .

. 4
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<. ,  Tpsingleout women as an edicatipnally underprivileged group *
. is a common but not very constructive practice, All that can safely

be said is that, according to their social class and the cultural tradi~
tions of their societies, women are offered—or at any rate take—far.
fewer .educational opportunities than men. Of the world’s illiterate
adults, 70 per cent are women; 85.7 per cent ih Arab countries. In
some ‘industrialized countries. it is well known that women greatly
.=~ ' ouknunsber men in adult classes but on cliecking one discovers that
. *  !'th¢ ma¥ority of them are'interested,in such culturally feminine subjects
. .. ‘“as cookirg, dress-making and'house design. Women very largely share -~
4 . +the same learning needs as men, Mt is hard to belicvé that in practice
.« - there is not- discrimination againgt them, -though the discrimindtion = =
" ‘often turns out to be social, not fegal. - . 2 - *
“ Along with other international organizations, Unesco has shown
considerable coneern about the need to widen women’s access to
educational opportunities. The concern is not only based on equity:
_but on the realization that women have much more to ‘contribute to
social, civic and economic life than the present conventions will
; allow:* * -~ ' et

- . N - ..

.+, African women form an indispensable part of human resources
., for development. Without their contribution, the economies
.. of African countries cannot be expected even to he maintained
at ‘their present low levels, x‘nucﬁ less advanced to meet the

targets and levels .which are consistently being set’ byQAfd‘cén_

govérnments. s
. ,." " One educationally underprivileged group that is:rapidly -growing inh
R ,size is the clderly poor. Today older people face many problems,

. especially in some industrially advanced countries.” Their energy = o
begins to flag, health problems may prevent them from engaging -
in physical activity and they may have to forgo or curtail such

.+ pleasures.as cating what they like, drinking and smoking. At work

.« - . there is usually no scope for advancement and indeed they may not

desire it. Ahead they scc their responsibilities diminishing, their
options for change limited and the spectre of becoming dependent
. - .on others. Afound them socicty is in a state of unprecedented flux;
o values formerly held sacred are no longer accepted by younger people;
the future seems ever more uncertain. In many socicties the family
. " nexus has disintegrated, often leaving grandparents, great aunts and
° uncles to fend for themselyes with no rewarding social roles to play. '
-Less literate and numerate than the younger gencration the ageing
can casily fe¢l alienated from a contemporary culture dominated by
the cult of yguth. It is not surprising that many older people are losing
" their sense ‘of security and’facing thefr last years with apprehension.

"

* 1. ECA, Out of School Education for Women in African Countriss, p. 1, Addis“Ababa,
1973 . . o - 2

v - v
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Wxthm ‘many countmcs ‘there are four subgroups whose main -
problem is adaptation to, not necessarily assimilation by, the common
culture. First; there are migrant workers who hope to save (;nough
money to.return home, in the meantime perhaps having acquired an
occupational skill. Sccondly, there are migrants who hopé to remain
permatiently in the countr’of their adoption. Both these groups,
which are rapidly increasing in number,? face welfare and cultural
problems, very often including linguistic disability. Thirdly, there are
refugees, who posc a particularly thorny problem when they.resist

* being absorbed into a new society. Fmally, there are: cstabhshcd but
tradmonally undcrpnvxlcgcd ethnic minorities.

* Beyond the target groups mentioned so far there are mlscclla-
neous groups which are either particular to certain countries—for
example, nomadic populations—or relatively small (for example,
smothers who are house-bound): certain societies regard pnsoners as
.an important target group for education on the grounds that it is
often a lack of education which leads to crime and that what they
_need is to learn a trade and to develop social competence. Long-
term patmnts in hospitals may also be regarded as a target group,
especially those who lack the social resources and skills to cope with
their post-hospitalization problems.

The second major category of éducationally underprivileged
referred to above are the physically and mentally handicapped. Not
all the h;mdxcappcd have missed a good initial education but a high
proportion of them did so. At present, the handicapped are more
often than not unable to take advantage of educational opportunities
even if they are available in abundance in their nclghbourhoods
Their physical disability may tie them to their beds or prevent them
from climbing steps. The deaf, the dumb, the blind—ecach group
faces unique problems. All these physically handleappcd require not
only special attention but as far as possible the opportunity to join
in normal cducational activities. -

It is generally asserted by medical spccmhsts that the: mcntally
deficient should lead lives that are as normal as possible. This presup-
poses giving themn a basic education, helpipg them to acquire an
employable skill and’access to communal educational facilities in their
spare time. Only a proportion of the mentally ill, a group growing
annually in numbers, are educationally underprivileged in the ortho-

" dox sense but they may be regarded as underprivileged in the sense that
they need guidance in learning how to identify and master the condi-
tions which cause their illness through group therapy techniques.
- .

A ‘ > °
1. Easier and cheaper forms of long-distance transport, combined with the rela-
xation of immigration laws in many countries, have led to a striking incréise
in the flow of migration. For example, there were no fewer. than g:8 million
foreign workers in France in July 1974
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What car be doné thrOugh education to  help the target groups
delineated in the foregoing paragraphﬁ to better their.present condi-
tion? The ovcmdmg problem is how to stimulate people so that they
will want to learn. Far too little empirical research has been under-
taken into the nature of the barriers to learning but certain facts are
“clear enough. The root problem is that the underprivileged are
convinced that education has nothing to offer them, although the ey .
may hold out grcat expectations for’the education of their children.
-In their own eyes cy have failed cither because they did not go tof?
school or bcca azhcy failed to make the grade and were then cast
into outer.darknesd. They do not discern any pos.ubihty of improving
their job prospects by means of education even when labelled as -
‘training’. If they|are conscious of the high pnvatc returns that may
accruc from cducatlon, they. may neévertheless reject it because their
aversion is so intense.! They lack participatory skills and partici- _

" patory situations ffighten them. They probably face circumstantial

obstacles: powerful ncighbourhood contempt for anyone ‘who trics
“to get on’; crowded and noisy homes, perhaps with feeble lighting or
no hghtmg at all; chronic fatigue through overwork, stress or malnu-
trition, T
" Thele are daunting barriers and it is idl€ to pretend that they
can easily be scaled. More- than one country in recent years has
devoted substantial finds and effort to the war on poyerty, trcatmg
education as a major arm of attack, only to find that the results w
duappomtmg The painful truth is that the education of the .unfer-
privileged is a very high-cost undertaking, far more costly than
~conventional adult tducation’ and .probably more costly, “indeed,
than ‘the expensive sector.’ of* higher education. Furthcrmorc
it is an undertaking that is bound to be leng drawn-out. This severe
cost factor and long deferment of returns may well explain why most
approaches to the problem are localized and short term. -
-Yet only massive government cxpcndlturc and the development
of mass resources—Jegal,. institutional, mass communications-—will
breach the barriers to.learning.- Elsewhcrc the question is-faised of
reaHotating resources in favour of adult, cducation. The question is
 raised with particular stridency in connexion with policies for dealing
with the underprivileged. However, the magnitude of the population
‘to be aided can be reduced for operational purposcs by dividing it

& v L]
o - r a

1. . Unesco, 4 Rclmpmm International” Survey of Adult Educa‘han,,p 72, Parhs,
Unuco, 1972: “It is commonly assumed that the prevailing pattérn of cnrol-~
ments is duc to the fact that modt of the non-pamcxpanu ‘were aljcnated from
the higher culture of their societies and cspccxally -from the cducational
system, at an carly age, ccrtamly from about thetime they left school. They
view cducauonal institutions ai clitist and authoritarian and it does not occur
1o them that somewhere there might be a class or an activity from which théy
could dcnvc personal profit and énjoyment.’

[N
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between those who are manifestly regchable @nd the hard core who
are impervious to external influences. :

_Although few authoritative studies have been completed on the
attitudes of adults to educational ideas they suffice to confirm that
there is a continuum of attitudes towards adult education from the

. enthusiastic at one end to inbuilt resistince at the other. The conclu-
sions adduced from two particular studies.are especially convincing.
The first study was made in thé ‘United Kingdom:!

Attitudes to education shade off gradua'lly frox\;x enthusiasm at
- one end of the scale to rejéction at the other. For practical pur-

where indifference changes to a mild curiosity to know more
“about the world around one. Below this. thréshold were nearly
forty-five per.cent of the sample whé could be said to be resist-

unaccustomed impressions, or can’t be ‘bothered to consider
P 5

be the lighter items in the newspaper; they dd-not look at or

- listen to the more serious broadcast programmes, or have much
to do ‘with what we might describe as cultural activities of any
sort. But, looking at the brighter side of the picture, there is a
good half of the population who are curious about' the world
and their.neighbounrs, or are anxiods to learn more about them,
and some——a minority—have a conscious love of learning.

The second study was undertaken in the United States:

.+ . we approached. this question by considering a potential
participant as somecone manifesting two fundamental disposi-
tions : an interest in knowing more about something and a

. interests. . :

" This notion, in turn, led us to conceive the total popula-
tion as containing thrée aggregates of individuals; those both
interested in learning and favourably disposed to taking courses,
those interested in learning but rot prepared to take courses, and

e of both, types, 26, erecent -identifitd Sorfething they wanted to
a 8 ¢+ “now mmore about but showed no readiness to take coutses, and
' 29 per cent were unable to think of anything at all they wanted
» to know more about. -As a very rough approximation, then, we

that could conceivably lead them ihto some ty]pc of learning
situation, but that less than one half of the population could be
seriously regarded as potential adult education participants.
1. J. M. Trenaman, Communication and Comprehension, p. 187, London, 1967.
. 4. Johnstone and Rivera, op. cit., p. 14-15. .
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poses, qne could draw a Iine across this distribution at the point ;

ant to new ideas and higher values, Such people tend to avoid-

rcadiness %to engage in systematic -study in order to satisfy his .

: those uninterested in learning anything new at all. Of the total
sample interviewed, 44 per cent showed favour, spositions .

them. Such people read little’ and *what: they do read tends to

concluded that as many as seven adults in ten may havc.interests




. L A
" The education of adults: a world perspective *
7 :

To qualify as rcachable a person must evince signs that he would like
to learn either alone or in a group. Four categegics of reachable
people have been discerned: (a) thosé who are prevented from taking
advantage of educational opportunities only through lack of money
or time; (b) those who are unaware of what is available; (c) those
who are afraid of the hostile reactions of efnployers or acquaintances;
(d) these whe do not want to learn simply oa their own account but
who would learn as members of a group.

It mayibe objected that such a strategy would merely lead to the
addition of another social stratum to societies which..are already
unhealthily stratified. This is no doubt true but it is a very privileged
country that can afford to ‘pursue an indiscriminate strategy. Most
countries are compelled to_select priorities.? , e '

' The scale of the problem can be minimized still further by concen-
trating initially upon particular categories of people. In developing
.countries this willealmost certainly mean the functionally illiterate;
in more developed countries it may rhean the unemployed .or th
underemploycd. » : o, .

Although mass resources are required to underpin the apprdaches,,
to the cducation of the underprivileged, it is at the community level -
that the crucial action must éﬁ?‘fﬂere it is necessary to- cnlist the
total resources of the community: social welfare, local health, housisi,
employment and agricultural “ektension offices together. with em-

. ployers, trade unions;. megia representatives and voluntary agencies.
What contribution'¢an adult education institutions maké? The answer
is very little by thémselves or by relying exclusively on providing
cducational programmes. Instcad they have to work in close collab-
oration with other professional and voluntary groups equally con-
cerned to provide for the well-being of the community. But.it is no-
less true that without the co-operation of adult ¢ducation agincies
the social work and community development agencies can only -
partially succeed in'their tasks, for the provision of welfare scrvices

. and more physi’i:té;foﬁil'tics may lessen'material want but not foot cut |

_wsthe causes of depriv ﬁ%;ﬁ. People have-to learn how to diagnose and
~ overcome their own problems,” s . o

The needs of the educitionally underprivileged cannot be met by
waiting for them to come to an educational institution. Two comple-
.mentary approaches are indicated. Ong is to take facilities to where-

1. cf. Goombs et al., (')p.\cit.. P 05: % .. a strategy be designed-—at least Tor rural .
arcas-hobbled by a severe dearth of resources and cducationkl opportunitics—
which directs resources mainly toward’ expanding learning opportunities for

* those who, for whatever reasosi, already have a strong appetite to learn, who

can most cffectively employ self-instruction, and who are most likely to retain -
and use whatever they learn.” M 4 .

* Mass cducation cidmpaigns and ‘commuhity development l'tratbgics'arct')(am= h
« ined further below, pages 97 and g8, L :

€.a




71

Khve and to the Vxllages, factones, ofﬁces, shops and other ccntrcs .
re they work, The second is not to‘ofﬁr them programmes labelled
educatwnal but to- offer attractive incentives. The underpnvxleged
-assess the worth of education largely in terms of 1tSvtang1ble advantages
and immediate relevance.? Thc existence of -distinctive ‘middle-
class and lower-class attitudes towards educatior is séarcely a. revolu-
tionary dlSCOVCI'y but it does have important ﬂnphcanons for pro- .
gramme planning. For most manual workers the point of entry ma
“well be-a desire to-increase their ‘earning power by upgradmg then‘
vocatxonal skill§, since there is a glimmer of hepe that once a man %5
“interest has bcen arrested by an appeal to. his ‘pocket, ‘he may be -
- indueed. to explore ‘wider educational - horizegy For the. unemployed
_the vital thing is to learn whatever is necessary, to ‘get a job. Fora
housew1fe the point.of entry may be involvemgnt in the settirig- up of :
a play-group from which her:children wjll benefit. N
"' “Up to the present time, pubhc and private programmes designed
to assist the underpnvﬂeged have nt}drly always been restricted to -
glktcracy and vocational:skill training, The‘,se, though "essential, are
ot encugh. If _peoplé are to, be’ helped to change their habxts and
. attitudes to a significaiit extent,. they must‘“aiso acquire s some capacxty :
" for self-analysis, mterpersonzﬂ\skllls a senSe of social- purposc and a . .
. constructlve outlobk on-1 1sure AN e
~ Adult educators, 1i $ /ﬁommumty developers and. socml -workers,
must take extreme care-not to’ interfere with communities whose -
internal dynamics -are nknown to them.: Many communities, both
‘in thé rural dreas and in the inner-cities, may look depressed to the
cxternal observer but give deep or adequate satisfaction to those who
belong to them. In comimunities, considered deprived, “there - often
- exists a warmth and mutual aid which social planners can easily destroy .
but not so easily replace’ by something better. -Again, many comfnu-- - ~*
_ ties urgently need outsMe help but the help has to be thought out’ ’
. \§&efully and d1rect1y related to expressed needs and to people’s capa-
ty for effort since, in order to feel impelled to act, human beings must -
‘not only foresee a useful purpose but know that they are competent to
- act successfully. The fear of blundenng into an unfamlharaexpenence is -
all too often acute. Moreove}‘, a person who ‘will decline to-act inde-
. pendently may-be 1 mduced to act as a member of a group The more

1. cf. R. Shaw and L. West, ‘Class Dismissed’, Adult-Education, Vol 44, ‘No. 6 '
March.1972, p. 355! ‘Howevcr, a few aspects of working-class life may bg sin-
gled out as bcmg partlcularly relevant to the task of the adult educator. The -
first is “cognitive poverty”, characterised by limitation of interest to the par--

~ ticular, the concrete, and the familiar as contrasted ,with the genetal, the
abstract and the new and challengmg Along with this goes a limited linguistic
equ,lpment and a suspicion of “book learning” as unreal compdred with
lessans from first-hand expericnce. Fipally, the working-class attitude to edu-.
. dation is very utxlitanan education must be obwously uscfu}, prefcrably in .
' 'tcrma of _]ob prospccts v
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. people are educated the. more théy are accustomed tq.learning )y
: -+ . themselves; they may indeed" positively shy away from learning in
P collaberation, withsthers. The position ‘6f the -uneduecated:-ts<quite
~~, . _ different. They dofnot know how to organize a learning experience and
. as indiViduals they ‘may fend off would-be helpers, But.they miay be -
. ~drawn into’a group -activity’ in which they can play .4 medningful’
role and through which self-respect may come. L
»2 -~ There is one aspect of the problem of dealing with the educa-
tionally" underprivileged ' that is extraordinarily delicate.. Outside
' . - - observers have tended to designate thieunderprivileged as a special =
- -social group. If; howeyer, the u_x:lderprivi@gl;ed-aré; madé to feel like 7 -
- some subspecies or the recipients of charity,-they are likely to react
by-spurning’ assistance or by shrewdly accepﬁ@\material'h‘and_-'outs
.- .. 7but rejecting the attached educational strings. Here the value -of the
R community development technique of stimulating people\to seck
v - their own _salvation is indisputable. = - .. S '
o Thee problem - of the educationally ‘underprivileged adult\will
"¢ always be with us. It is ultimately a cultural problem that cannot\be
) removed altogether but can be mitigated by adopting some of thy, -
" ‘strategies discussed above. However; the degree of mitigation Awill
be slight unless there is a.concomitant reform of educational systems -
~ and this*implies reforpiing, social strictures and’ bringing-about a "
‘general revisiont of publi¢ attitudes. The cultural ethos of a;commy-
_ nity'is immensely irhportant becaugse it determines, be}iai{io;iral narms
- spch as leaving school early and nét affecting a siperior mdde of spéech., ;
- In awell-known passage? T. S. Eliot pointed out that intellectual and
© . cultural development can take place only if the external influences .

7o not only of family and’ énvironment, but of work and play,
of newsprint and spectacles, of entertainment and sport, are in’ * .
o . ‘harmony with them. LS S
vt ’]['he moral s that the,approach to the education’of unde;‘pﬁv—‘:i"';.v._
- ileged adults must be not only through-carefully tailored special .~
: rogramnes but also through the’ purposeful ‘orchesttation of 4ll
those informal agencies in the community which can afféct attitudes. -
Dusing this particular epoch of civilization it would seem that,
. ... in every kind of society, even mod’eratel}/ enterprising adult education
agencies can win success in.numeérical ternis simply by catering to the
needs of the already educated. An arduous but ultimately far more
rewarding task is to assist the’less fortunate members of society to
“discover a new ‘way of life by means of purposeful learning,

/

&

- 1 - . . N
1. From the point of View of those who plan programmes the ‘use of the terms. .
"cducationa%lly underprivileged’ or ‘edicationally disadvantaged’ is unavoid-
able but- they may. be offensive terms to the persons whom they wish to help.
1. T.S. Eliot, Notes Towards a Definition of Culture, p. 106, London, 19‘38. ,

~
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sustalned by tfle.appropnate structures; programmes and subJect-
riatter, and this, i in turn, 1mphes that the entire system of provision

““inand out of it according to his needs and persoral circumstances.
- All too readily many.. people connectd\d with adult edu-
caubn afsume that whereas the formal

ized . by ts- zest for cxpenment The first assumption is justified

L - but there,is ‘not much * empirical - “evidence . to ‘support the

second. Such evidence as exists=for ‘example on the interaction
betwéen schools and adult education—tends to show that the
‘former influence the latter rather than the other way round Observ-
ers are perhaps misled into behevmg that ‘the mnovatlvq spirit is
mdcspread by the number. of exciting projécts in adult education

experiment in some formal systems than in most ‘of adult education.
Nor can it be assumed that the existence of a pot-pourri of institutions
._ automatically denote$ a variety of flavours. On the contrary, a' host

pointed out above, compete for scarce resources. This is not an argu-

ment-for or against multifarious provision! but a warning against

-

the too easy ’assumption that varjety meaps originality: ,

confusmg battalions of prov1dcrs before it and decided that, the whole,
they should not be brought into one system. cf. H. A. Jones, Adult Education:
A Plan for Development, p. 4~5, Council of Europe, Committee for nghcr
Education and Racarch. ‘Suqh a medley invites attack. It has been cnuc:scd’

" Eﬂ'orts to* sa,txsfy Bersonal community and natlonal neéds must be |
“must ‘be so flexible and sensitive that any individual can freely move-

_ s stem tends ‘to be
monolithic and conservative, theirs is a plural §mcrv1cc character- -

- reported in print or mtegl at national and international.cohferences.
In fact, since about 1965 there has probably been considérably more -

of, providers may well dffer more or less similar programmes and, as .

Thc Committee on Adult Education in England and Wales ¥mxdcrcd the

~f
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~synonymous with attendance at classes or eyén at an institution nor

_and support for a serious learning effort at a time and under circum-
- stances favourable to the learner. This leads to the enunciation of a
second principle, namely, that learners must be involved. actively
in the choice and design of their learning experiences. A third guiding -

principle' is that learning experienices should be provided by other

Conference observed that:* - . .
. Implementing the conaept’ of 4life-long education carried with
E it the necessity for-such traditionally non-educatiotial” agencies

+ as factories, firms, social action groups.and ministries other than

a combination of educational and other aims as trade’ unions
and co-operatives. . - oo

The first principle embodies the notion of time-free, space-free, age-
free, admission-free, work-free study, which has recently been given

.. prominence in 2 number of countries: 2 - L0

\ “This further education must be arranged flexibly emough as

- regards place .and time for it to suit the very|varied werking
N hours and requiremepts, of persons in employment. R&ular
- , courses in furgufx'_é'ducaﬁon eld zt:‘:_/ﬁaiéd times, and places in,

adequate answer to the 'problemi. ‘Permanent education’ ‘myst

“~_ be delivered to the indivi student at the tim
* ~best suited to him (whilst earrying on his ordinaty employ-
ment) wherever and whenever it ‘will be.most effective, In other

* words, the working materials, broadcast instruction programmes,
student guidance and the like must be delivered to the ‘student

'

n s \\
inefficient through lack of .co-ordination, as wasteful through lack of ccnq;l
control, as duplicating the casy forms of work and néglecting the difficult,\s
‘conservative and élitist, as bound within a bourgeius, domestic ideology and

"lacking social relevance or intellectual bite. And if all this, applied only to the
non-vocational field, is put alongside the varied structures of further, vocational, -
technical, professional and higher educafion, the chaos might scem complete.
N ' What was widely. éxpected of the committee was a reduction of all this to

o . " simple order, the design of an cfficient and sweetly-running machine that

would integrate all the nccessary processes into a smodth production line
{continuing throughout life].’ ot ' : '

" 1. Final Report, op. cit., p. 14. . , :
2.. G. Dohmenétal., European Institute for Multi-Media Distant Studies, p. 1, Counicil

. the Cotnmission on Non:Traditional Study). =

we e

L o
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Ve with following usiiform curricula. Instead it is obtaining guidance -

than strictly adult education institutions. The Final Report of the Tokyo *

-~ the form of conventional face:todfice teaching are not"an

and placés

“The cardinal principle should be that adult edication is not-

1

. +.  rhinistries of edcation, to take part in the planning-and imple- -
p . mentation of adult education programmes to a far greater extent.

" than heretofore.: This was also true of such other bodies with ' -

of Eugope, 1973. See also Diversity by Design, San Franciscg, 1973 (Report of -
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in such a way that he can learn or study in hxs spare time at
home (distant study). In addition, these learning aids must be -
made up of components or assembly units of $elf-contained
subject-matter, variable enough courses best suited -to his pur-
poses (the ‘buildirig blocks’ principle niodule-system).

In the past an impediment to learning for the adult was the inflexi-
bility of course structures and of time-tabling of classes. Now there
‘isan mcreasmg tendency to allow the learher to travel at his own speed

and in his own time. Flexible timing is cssential so that no matter

what the work or domgsti¢ duties of a would-be student he may have *

the time to study. This implies not only that institution-based classes
should be offered at convenient times of day or night throughout the

- year but that generous facilities should be made available for inde-
pendent learning at home or at,work or in a public library.orin ‘a
+* special centre, It also means that as far as possible a student should
_be free to start, leave and return to a progsamine of study at his con-
~ venience. The intensive terminal courses characteristic of most formal
- educational systems are dcmonstrably unsuitable for the great ma_]onty
of adults. The implication is that the credit, or modular unit system
- characteristic of the United States should be universally adopted.
Flexibility of space implies, first, that a-person should be able to
_ ‘sthdy no matter whether he lives in a remote village or'a city suburb
without public transport or whether he is a seafarer. It impligs, -
”econdly, that qualifications obtained in one placc should be recog- -
- nized in all other places. Ideally, the transfer of quahﬁcahons should
be possible between countries as well as within countries. :
) Flexibility of age implies that educational opportunities are not'
. restricted to particular age groups but open to all regardless of age.,
Thls is not 31mply a qucst;on of resc1nd1ng national laws or instit

grounds that he is too young or too old

Flexibility of admissions implies that no adult will
access to a learning opportunity because he is said to lack the neces-
sary admission reqdircments. This does not mean that someone who
did not go to school should be accepted for a umvcmty ‘course at
honours level, but that such a person should be given the oppoTtumty
to prepare for such a level without having to spend x years'in the
process. It means, in short, that an adult’s guitability for entry into
an educational programme at any level should be judged on the value .
of his expencnde and the present ‘state of his knowledge rather than- :
¥ upon the possession of certificates, d1plo;’nas and degrees. !

A ‘ F -
‘1. cf. Council of Europe, ‘Consultative A.m;nbly Resolution, p. 3, Strasbourg, 1970:
+ » ‘Revision of the concept of qualificatidns so that it*is more in the nature of a
periodical information of the manngr in which a person uses his knowledge
and skills for the purpose of carrying out his dutics.’

v
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- F lcxxblhty of workmg hfc 1mp11cs that’ adults should bc ablc to
. study during periods which would normally be spent in a gainful
* occupation. This might cntaxl bcmg absent from work on paxd leave
for a prolonged pcnod of time or it might entail mtcrspcrsmg work
with study., What is certain is that many forms of study are ‘too exact-
ing to be pursued while also sustaining a full-time occupation. More-
over, combining work with. study affords an opportunity to rclatc

. thegry and practice.?
©° Ttis obvious that if adult students are to be frcc to study to the
" extent just described, they cannot-be expected to rely exclusively -
upon programmes arranged within a single institution. On the con-
trary, ‘it will usually be” necessary for them to take advantage of the
‘methods of distance learning discussed in the next chapter. The fact
. reniains, however, that most adults scckmg educational opportunities
will necessarily look to a nearby institution; Since the Montreal
Conference there have been many national and international confer-
ences, or sessions of such. confcrcnccs, devoted to the question of what -
kind of accommodation is suitable for housmg adult education pro-

grammes,

. In practice cducatlonal programmcs for adults seldom take placc
in purposcvbullt and specially equipped premises But in ‘borrowed’
premises, or premises such as ‘'schools.and universities: which clearly

‘w - donotowe their raison d’étre to providing adult education programmes:
‘ - This is as true of highly industrialized countries as of poor developing:
countries where the possibility of building scparate: accommodation is
in any case demonstrably Utopian. Ncw schools in thie majority of -
countries arec far more attractive-'to adults than those built years
ago. Moreover, many public authorities are now disposed to bear

lifelong integrated education gains wider circulation, it is becoming
illogical physma}ly to hive off adult education activitics from the rest
of the educational service.

Meanwhile, there have r ntly been unparallelcd effortsin many
countrics to design buildings for adult use or at least to ensure that
essential facilities are available. If one were to assemble the best archi-

" tectural features of the centres which have recently been constructed
or developed, one would finish with 4 model building incorporating
the following features: an auditorium; classrooms furnished with
comfortable chairs and desks casily movcd around; seminar rooms;

work-room; a refreshment room; rooms for social groups; a library;
a languagc-labo;atow w.an audio-visual aids room; a créche; a techni-

1. cf. Commission on Poat-Secondary Education in Ontario, The Learning Society,

. op. cit,, p. 22. . . .there should be more opportunities for individuals to
alternate periods of full-time intensive study with other activities, including
" work.’

.

in mind adult needs when déesigning new schgols. As the concept of’:

workshops; traft rooms; a gymnasium; store-rooms ; offices; a teachers” .
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cians’ rooni; an exhibition area; an outside i‘ccx;cational area cqnippc’d

~ . with flood-lighting. All the foregoing facilities are to be found, togeth-
er with many . others, in the .giant, multl-purposc cultural’ centres -

characteristic of the socialist countries of Easiern Europc, of which

many more have 'been openéd since the cafly sixties. Anothcr kind

-of centre which deserves to be mentioried is the community centre
designed explicitly as a social forum butin which the underprivileged
target groups referred to in Chapter 3 -may be encouraged to take
part in educational programmes if the titles appeal. In Japan, a
“government decree for the ‘Encouragement of Establishing and Main-

" taining Citizeps’ Public Halls’ stated:®

It may be advisable to establish in every town and v:llagc a

Citizens’ Public Hall, a housg for the citizens, where town and |

village people may come. at ‘any time, talk, read and discuss
with one another, and sometimes obtain hclp in personal prob-
lems and trade, . . This is.a multi-purpose cultyral centre,
sxmultancously functioning as:a civic school, hbrary, ‘museum,
towh hall, assembly house and depot. It will "also provide head-

quarters for various organizations in the provinces such as Youth .

and. Women’s Associations.

In mctmpohtan arcas of Argcntma, adult education centres are
eonverted into open commumty centres on Saturdays, Sundays and
public holidays. Finally, in Italy there are soime eighty centri di lettura
specially dwgncd for the illiterate; each is equipped with class-

0

rooms, a cinema, a discotheque,.a tclcvmon room and a library of.

about 5,000 books. :

Various typées of centres have been created to serve rural areas.
There are ‘school’ farms in Nicaragua, which under the terms of an
Intcgratcd Programmé of Applied Nutrition'aim: (a) to give technical

. assistance to the teachers, children, housewives and farmers in the

rural areas; (b) to teach new agricultural techniques. The programme

involves 212 schools and 865 teachers. During the sixties there was .

a notable extensibn of the farm settlement idea, often modelled on the

Israeli kibbutzith, Three out of the four regional governments then |

existing in Nigeria started such schemes soon after 1g6o. In 1968
Iran opened a large number of rural cultural centres, ¢ach of which is
intended to serve a local population of approximately 16,000 and to
foster social and cultural development. A centre comprises a library,
-asmobile cinema, a sports field and a children’s nursery. Vocational
- and literacy classes are, vailable and wherever possible television clubs
are formed. In manyyillages in the developing countries young people
with a primary schqo ol education have no opportunities for further
education or trainingMAs a way of dealing with this problem, Kenya
has so far established over twenty village polytechnics where the

1. Evidence submitted by Japan to the Toky{) Conference,
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stress is upon educition for self-employment in such occupations as
carpentry, masonry, sign-writing, tailoring, book-keeping and tanning.
- Several trends in the use of accommodation are especially note-
worthy. One is the utilization of rooms and wdrk-shops in private -
factories and firms, not only for adults learning a manual skill but for -
adults taking part in general education courses. Another trend is to. "
set aside a room or rooms within an educational or social centre in
which ‘groups of adults can view educational television programmes
with or without the guidance of a teacher. An important innovation -

made by some institutions has been the open planning of rooms. This ~

often entails having no interior walls on one or morc floors in a
building, thercby enabling the planning staff to exploit the space for -
an ever-changing variety of purposes. Finally, far more care is” being
taken than in the past to site institutions in places where the maximum
number of people can attend them, In this connexion, the locatiori: of -
adult education centres within factories is of particular interest. = =
One accommodation trend that must not be overlooked is that
of establishing residential centres either by adapting existing or by
erecting' new buildings. Sometimes these centres are created for one
specific purpoSe, as when a' government wishes to coficentrate the:
training of a professional or other group in one place; 1 sometimes they

- are created by a public authority or a university for the purpose of ‘

offering a wide range of courses; sometimes they are established by
special interest groups such as church lay training centres, of which
there are large numbers in Europe and at the last count. twenty-nine
in Africa, the most well known being the Mindolo Ecumenical Centre
in Zambia. Again, the reason for setting up a centrc may be purely
or primarily expedient in that it offers the most efficient way of bring-
ing people together from scattcred geographical locations. But the
reason may also be that it is considered good educationalpractice to
give people an opportunity to study away from their day-to-day
environment in company with a group of people with whom they wiil
have time to interact to their mutual benefit. It should be added that
in certain adult education circles there is now some scepticism about

the psychological benefits of residential centres. 2 ’

1. In Kenya, for example, twenty-four farmers’ training centres have been estab-
. lished at stiategic centres throughout the country. Simply furnished and'
serving simple food, with accommodation ranging frdm twenty to 100 beds,
these centres offer intensive courses on basic' agricultural techniques lasting
from one to two weeks, The men and women who attend come from the rural
arcas and pay a small fee. Particular attention i$ paid to rural home cconomics,
to which end the proportion of female participants is sustaincd at about 30 per
cent. The Ministry of Agriculture employs a team of - teaching specialists.
2. cf. Simpson, op. cit., p: 149: ‘“There was a great and promising development
. of these after the Second .World ‘War, but since then the movement seems to
have lost much of its impetus. Lately there has been some questioning of the
propositions on which the movement was founded.’

@
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‘Many reports on adult education recommend that.there should

.be free-standing adult education centres or at least completely inde-

* pendent adult blocks within latger educatienal establishments, The®
arguments in favour of separate accommodation for adult uscrs have -
now been well reharsed: (a) when adult education agencies share
‘accommodation with’scheols, they-are almost invariably the victims

-of neglect; (b} adult needs are so distinctive that they should be met
in a special kind ¢f environment; (c) rooms and facilities in dual use
.are seldom available to adults at convenient times; (d) many existing

- educational yinstitutions are. inconveniently sited jand imperfectly
constfucted from an adult point of view. . :

- . Specific objections to using primary and éven secondary schools
are perennial. In addition to the above points, critics comment that -
headmasters (principals) and teaching staff are hostile, that the school
equipment is usually locked away at the énd of the school day, that

~ the officc and common-room facilities of the day-time staff are not
available, that there are no suitable common rooms for the use of
adults, that caretakers (janitors) behave like lords of the earth—the
list js endless. When all these criticisms have been ventilated, however,
it now scems that the joint use of educational facilities is bound to
prevail if only because educational expenditure as a proportion of
national expenditure is ‘escalating at such a rate that public.author-
ities are obliged to seek cconomies in building. * o

. - It is a safe generalization to state that in almost every situation

adult education agencies are short of accommodation for office admi-

nistration. The shortage is generally caused by the fact that adult
educators customarily operate singly or in relatively small groups. It
is, therefore, uncconomic to allow them completely autonomous
administrative quarters. The result is that when they are not working
from a government department or from an institution such as a school
or purpose-built centre they are obliged to occupy rented rooms

. wherever they can find them. At the same time, those who are working

from a public institution often find that thieir claims for office space are

given low priority. In the absence of a large-scale adult education
service with its own network of offices dispersed throughout a country
there is no easy §plution to this problem, but any plans for expansion

. must obviously include a reference to the need for adequate adminis-

* trative space. ' :

1. Final Report, op. cit., p. 25: ‘With respect to infrastructure, it was recommended
that the financial waste of constructing cnormous school buildings which were

+ Elosed at the end of every school day and reserved for schools use orily, should
cease. Public authorities should be encouraged to create multi-purpose ins-
titutions and to encourage architects to design general-purposc projects based

on the principles of lifelong education, making it possible to use buildings
successively or simultancously for formal education activitics and adult edu- - : |
cation.’ : ‘ |
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Transport is (ﬁ'tcn required by an atult education service for one’
or both of two purposes: to convey organizers, teachers and equipment
from plack to place; to convey participants to meetings. The distribu- -
tion of literacy matcfials is often a problem. Some services-organized -
on a national or rchonal basis now have ‘their own.transport pool..

‘In several countries, péoplg who want to attend meetings but whio live
in outlymg areas are taken to and from home by pubhc transport,
which is often in the form of aregular bus service.

Some people argue that if public authorities are pohucally com-
mitted to the idea of hfclong education, then it follows that at least
some educational activities, rcgardlcss of the age group for which
they are intended, should take place in a single building complex.
This is in fact the prmmplc te which community schools adhere. Itis -

_appropriate, therefore, to turn at this stage from the consideration of

accommodation for. adult education to the types of institution which
scem, best fitted to discharge rcspomxblhty for providing a_broadly
based public service.t Four models of institutions will be selected:
commumty schools; community colleges; polyvalcnt centres; workcrs
universities.
The commumty school as such is not a new conccptxon What is
stnkmg is its general expansion in several countries and its adoption .
rin certain parts of other countries. Though community schools® may
be found in large centres of population, they have been established
for the most part in small, compact towns, cspccxally in rural arcas.
Some incorporate all-age schools, - whcrcas others incorporate only
senior schools.
The basic principles undcrlymg community school practmc

1. The institutions which in general offer adult education programmes may
best be classified according to their aims which, in turn, may be summarized
under three heads: (a) institutions exclusively conccmcd with adult education,
such as univarsity extension dcpartmcnu (b) institutions for which adult edu-
cation is one of several aims; and (c) institutions, such as the churchcs, which
use education as one of the means of achieving tflclr gencral aims.

The following formula covers all the possible permutations of, institutional
sponso;'lhxp accordmg to their aims: (a) government or local govcmmcnt ins-
titutions cxntmg primarily or exclusively for an cducational purposc; (b) inde-

. - pendent institutions existing primarily or exclusively for an educational pur-
posc and in rccclpt of a subvention from public funds; (c) wholly independent
institutions existing primarily or cxcluswcly for an educational purpose; (d)
government or local government institutions mcludmg an educational compo-
nent in their programmes; (e) mdcpcndcnt institutions including an educa-
tional purpose among other aims and in receipt of grant-aid from public
funds; (f) wholly independent institutions including an educational purpose
among their aims; (g) wholly mdcpcndcnt institutions -including ,a specific
educational purpesc among their aimi or using education as one of the means
of achicying their general aims, e. g. the churches; (h) auxiliaries of education

. such as librarics and museums; (i) the mass media, in so far as they consciously
fulfil an educational function; (j) voluntary lotal assaciations that include an
cducational aim among their activities.

<
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are that the school should bclong to the commumty and thdt thc two
. should interact, that the school should be the focal centre for commu-

nity affairs; that the school should stay .open in - the. evenings, at
weékends and during vacations and, that adults should consider it
natural to make use of the schools facilities throughout their lives.

. In practice, these principles presuppose that the school will be acces-
“sible to adults during the daytime and that olitside normal school hours*
children a#well as adults will ‘use the facilities. It is also presupposed /

that besides attending classes of formal instruction,-adult users will
engage in a ‘wariety of social, cultiral and récreational activities.
A well:endowed school might bc cquxppcd with a library, a swimming

" pool, a clinic and a gcréche. In rural areas, a subsidized evening and

weekend transport service should be made available.

-~ The community school has interesting implications for control .
and staffing. To begin with, the principal or headmaster musi become
positively responsive to the educational and social hieéds of the whole -

-neighbourhood. Secondly, he,cannot hope to run the schoal without
. reference to the wishes of the users. On the contrary, he must trust -

the local community to run its own affairs.? Thirdly, teachers must .

" necessarily take a more comprehensive and flexible view of their +

duties. Fourthly, a reasonable percentage of the staff must specialize
in dealing with young people and adults. Finally, the tcaching staff
in general and those concerned with the adult usérs in particular
require a dlffcrgnt form of training from that trad1tlonally prov1dcd
in teacher-training colleges.

Apart from its relevance to the hfclong lcarmng ideal, thc com-
munity schgol may be regarded as the most satisfactory type of adult

. education institution on fivé counts: {a) it is cconomical since it guar-

,antees maximum use of existing resougces throughout the .day ‘and
during weekends; (b) it destroys, orat’ { ast goes far towards destroy-
ing, the sense-of alicnation from the schools which affects many
adults; (c) it facilitates the transition from school to youth activities

“and from youth to adult activities; (d) it provides a natural setting in

which to bring together all age groups with minimum stress; (e) it

-allows for local community self-government and control of financial

resources.
In some commumty schools, adults attend the regular day-time
classes expressly desighed for teenage children. Examples of commu-

nity schools are to be found in Laos, the Philippines, the United

1. «cf. S. Begdanot, 4 Communily School in Yugoslavia, p. 9, Unesco, 1973: ‘It is the
gchool-commune relationship which is determinéd by the character of rcla-
tions cxutmg between the society and cducation. This characteristic feature
is involved in the idea that the community school is a social institution not only
by its function and role, but also by its pontxon, the manner of management,
the way ‘of acting, the forms of its orgamc connection with the local com-
munity in which and for which it exists.’
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Repubhc of* Tanzama, th}: Umtcd ngdom, the United Statcs 01
* America and Yugoslavm The United Republic of Tanzania “is
treating the community schodl as the lynchepin, of its entire édu-
cational systent.

Expencnce shows that the transformation of schools ihto ‘com-
_munity, schools is easily accomplished by fiat bat-not always easy to

achieve as a reality.-Some members of the administrative and tcaching -

staff of community schools who have been appointed to cater for the
necds of adults in the community are wont to complain that they are

treated as second-class citizens. Principals and teachers do not wel- .

whom they want to sérve insist upon viewing thém primarily as
- school-tcachers who have precious little ta offer mature and experienced
people. Some adult educators who used to agitate in favour of using
 the schools as'a base from and in which to operate dre now arguing,
in the light of their experience with community schools, in favour of
a return to a formal division of labour. This would doubtless be a
retrograde step. Time is required for the staff of community schools

as a whole to acquire an outward- instead of an inward-Jooking -

attitude. . N
The term ‘community college’, like the term commumty school’
. was first used in the United States of America. The community college

is distinguished fram the community school in that it catérs exclusively

" for those who have left school.? Throughout the industrialized world,
a large number of similar post-school institutions labelled with a
» .varicty of names is.growing up alongside the-universitics. Their main
function is usually to provide professional and technical courses for
young people who intend to work in local industry .or commerce.
Many of them offer pre-university courses; an mcrcasmg number
also provide university-level courses, usually of two ycars’ duratlon,
so ds to reduce the pressure of demand for places in the universities.
In addition, they are tending to arrange adult cducation programmes,

- especially in the United States. One school of thought belicves, -

, indeed, that the community college rather than the community school
is the most suitable type of neighbourhood centre and the best placed
to provide an adult education service.

 The scrvices provided by community colleges may be summanzed
as follows: .

’

. 1. In the County,of Leicestershire in the United Kingdom commumty schools

come changes that da not fit in Wwith their preconceptlons about the,
aims and organization of schools. Those who divide their time between -
teaching’ the young during tht daytime ‘and organizing “adult’ pro--
grammes in out-of-school hours complam that they run up against . -
numerous-institutional obstacles and that, -ironically, the very adults

3

. are called community cqlleges. The wllagc colleges located in several Englxsln

counties arc also cssentially community schools P
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. 1. Programmes normally.provided in the first and second yearssof
o o degrec-level courses which provide sound education of such .
- quality th t‘g.x credits may be applied towards degrees of- tflcﬁ' ,
- baccalaurcaty level or higher. ‘ v » S
2. Vocatxonal andt chnical programmesmt\h?:‘m ustnal agncultural ‘

‘chosen occupauon : .
3. Programmes or courdes o adults and yOung people dcslgncd to
provide gcncral education) - :
4. Individual serviges to students, 'ncludmg guidance and counsclhng, o
- assistance ' in choosing careeri\ and removal of dcﬁcxmcms in
. preparing for dcgrcc—lcvel prog amines. C
U Programmcs of community séryice{or. individuals and groyps
. * interested in cultural, civic, reéreati al or commumty bcttcr—» o

: merit projects.
In North Amenca community collcgcs are far nd away thc outstand-
ing growth mstxtutxons in education of the past decade. On' their
behalf ambitious claims have been put forward as to their unique .
’ abxhty to serve all the post-school educational needs of a neighbour- -
hood. Although few colleges can live up to the cxpccmuons of their -
more ardent supporters there is no qucstlon that the colleges in general
- have displayed unicommon energy and mgenulty in building up @
. comprchensive community' education service. The ideal community’
: collcg’c ‘would fulfil*all the requirements of an ideal adult education
~ institution: (a) to make all facilities and trained personnecl availablg
day and night; (b) to adapt its physical facilitics to multxplc use for
-persons of all ages; (c) to developrits curriculum and activities from -
continuous study of people’s basic needs; (d) to consider equally '
important the weekend, evening and regular academic daytime-
. programme; (¢) to integrate educational, social, physical, recreatiorial
and health programmes for children, youth nnd adults; {f) to make
. full use of all available resources, both human and matenal in carry-
mg out ity programme; (g) to be a source.of initiative and lcadcrslnp
“in planning and carrying out constructive commumty pro_]ects (h) to
promote democratic thinking aiid action in all plasgs of its work;
{i) 1o construct its curriculum and activitics, crcatxvcly and not to
_rely upon traditional educational patterns; ( _]) to inspire its staff with
i a desire to be of service in real-life activities bcypnd the usual classroom
responsibilitics; (k) to expand and diffusc leadership throughout the'
community; () to involve all the persons concerned in ‘planning its
programme; (m) to seck to enrichall phases of its programme by use -
of community resources; (n) to aim to develop,a sensc of unity and
solidarity-in its neighbourhood ; (0) to co-ordinate living and learning
activities with other agenties in the community; (p) to establish

-
-~
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. conﬁdencc in the m{inds opreoprc that they can solvc co-operatwely
" their own tommunity problems. .
Polyvalent adult education centres provxdcwpportumtxcs for
wor pcoplc, including the sclf-employed to update their know-
ledge and skills in respect of their various needs—technical, acadcmxc,
;cultural and civic. There is no age barrier, emphasis bcmg ‘placed,
. upon functional nceds. The Programmes-of the centres are directly
*related to the requirements’of the neighbouring. community, the func- .
tional rieeds of which are ascertained by initial and peériodic surveys‘ e
and by regular interviews and consultations.with key personnel in
local government, industry and commerce, and in ciyic life. The curri- -
cula, designed by the internal staffin consultation w1th outside experts
" are regularly revised and the duration of coursesris elastic accordmg-
to'the nature of the demand. General studies are not taught Separately,
but mtcgratcd into the global syllabus and aimed at helpifig the parti-
cipants to arrive at a déeper understanding of the characteristics of|
and the problcms facmg; their immediate environment.. Employed
in the main on a part-txmc basis, the mstructors are selected from
among specialists in a particular craft or profession and required to
attend special orientation courses in adult education methods an
tcchmqucs. The permanent staff is kept to a niinimum and usually -
consists .of the following personnel, apart from administrative and
clerical staff: a director; specxahsts in technical and vocational training, -
social studies, cconomics and civics; one specialist in research and
curriculum design and one in tcchmqucs of commumcatxon a libra-
rian; a documentalist. Though some classes meet in the centre as
« such, many. are held locally at the convenience of the students in such-
' placcs as schools, factories, trade union headquarters and community. - °
centres. Civic and cultural events are arranged, both within and
outside the.centre, not only for the students but for the benefit of the
community at large.’
= The financial cost of estabhshmg and mamt'unmg a polyvalent
centre i rclatxvcly low because of the calculited use of existing premises
and equipment. The initial capital ojitlay and the greater part of .the
recurrent costs must necessarily be borne by public funds, but many
centres also turn for support to local interests, especially to industrial
" .concerns, and some require the students to pay fees. A new centre at
Cienfuegos in Cuba has been entlrcly finariced by the goverriment.
The success of a pclyvalcnt centre ultxmatcly hinges upon the
intimacy of its connexion with the local community and its abxhty
to respond cﬁ'cctxvcly to felt needs. For this reason, the governing
board or committee consists of representatives of the various interested -
- ' 7

1. Adapted from W. E, Jarvis,c'Whlt is a Community School’, Adult Education
+ Nova Scotia, Vol. 8, No. 3, May/June, 1971 Sée also P. L. Clancy, The Flint
Community School Concept: A Summary Statement, Flint, Michiggn. .
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~~ groups if thc commumty Versmns of polyvalent centres are to be -

- found in a numtber of countries 'and include workers” ‘and people’s
universities ;in the Union. of Soviet Socialist Republics; Umvers1ty
Centre for Soc1al and- Economic Co-opcratlon (GUCES) at Nancy in

. France; Shramek V1dya-peeth in Ind1a certain techmcal colleges in

the, United Kingdom. " - .
 Amonyg the most original of adult educatldn 1nst1tutlons are the’
workers’ universities in Yugoslavid. Althotgh initially cteated imme-

diately after the Second World War, they have not yet received the °

international recognition that they deserve. They caméinto being as -
‘a result of the: government’s decision to- decentralize’ political power
and to institute worker control of factories. Introduced at a rapid, rate
fbetween 1952 and 1954, they have since continued to multlply until
today there are toughly 450 of them. -

The process of decentralizing power thrust upon great numbers ‘

of workeérs’ respon31b111t1es with which they could not cope for lack of
knowledge of basic e¢dnomic’ concepts as well as organizational skills. -

" At the same time, the government wished them to become gware of .
the oyer-all aims and policies of the newly-formed régimé. It was there-

fore decided that whenever possible an adult’ education centre should -

" be installed within a factory or industrial area to be controlled very -

largely by the workeérs themselves, to provide a broad range of voca--

" tionally and &tlturally priented courses and to make use of a vanety

of teaching methods. - :

Today all employers'in Yugoslav1a are responsfble for the educa-~
-tion of their employées. Some directly provide educational and training
facilities but the majority send their emp'loyees to the nearest workers’
university. Annually thousands of adults attend the various courses’
offered by the’universities for which, provided they attend dunng
working hours.and are not studying a foreign language they pay no
fées. Courses range from basic educatién to degree level and the content
is determined by d1agnos1ng the needs of edch student and the occu-
pational skills required in their respective industries. Thus) the féfm

- and subJeét-matter of courses vary from university to university. By

providing training in management and the care of personnel] together
with Zourses in economic sociology, psychology and politics, the

 universitiés help workers t¢ become skilful at running the Sfactories,
. where they work an

communes where they live. Besides voca-
tional ¢ourses, a full range of. general academic courses is available.
Films are shown and plays and concerts performed, block visits are
arranged to cultural events' dnd excursions are made to hlstoncally
interésting placeps\'\%\ > e

There is a consid rable. degree of worker control at all levels
#On the management c6un il ¢ only the president is:elected by the staff.
Courses are planned Jouf{lcy by the staff, elected students and tradé- -

union representatives, and the student assembly regularly meets to -

D
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~ discuss the affairs of the university. Two bodies.are made up entirely

of staff—a management board subjéct to the authority of the managc-
_ment council-and an advisory board. I
© -The training of all teachers specifically to deal with' adults and.

. the maintenance of a close : rapport between teachers and students are l
distinctive features of the workers’ universities. Courses are conti~ _ ‘
nually analyséd and assessed. Every class group is watched over by »

a professionally -trained adult educator in addition to the regular - {
teacher, who may well be employed part time. There are also regular |
‘programmes of research into workers’ education in general and teach-
ing methods in particular. : S e
"~ The originality of workers’ universities hes in the high degree of
" workers’ control, .the stress upon relating the course content to the .
vocational and other felt needs of the students, the vanety of teaching
methods used, the constant surveillance of.all activities and, above all
the location of the premises in the world. of work.
During recent years it has become fashionable to urge that edu-
cational institutions shéuld be democratlzed 1

Though we strive- for common objectives and, are united and
dédicated to the purpose of educating free men for a dynamic,
democratic society, we believe that the rogramme of any school
can best be determined by the people Living in that school com- -
munity with the help of competent, expenenced educators and
" technical personnel having a broad, comprehenswe knowledge
of educational needs at the' local,. state and national levels:
There are those who contgnd that ‘all’educational programmes .
should be determined by some central authority either at the ,°
state. or federal level. We regard such attempts at standardiza- .
* °  tlbn.as unwise and incompatible with the democratlc ideal, - -~

It is not always exactly clear what people mean when they. talk ‘about 4
democratization, Do they mean that students should effectively run **
the institutions or that staff and students should run the institutions
as equal partners or that staff should consult more openly and fre-
* quently with the studer?ts or that the staff should be responsible for
" determining content and methods while the students assume respon-
sibility for all- .extracurricular activities? A clear answer is. called for -
if feasible arrangements are to be made. Meanwhile it would appear
that the democratization of adult education rfemains essent1ally unrea-‘ "~
© 7 lized. T
What can be affirmed is that the authontanan posture atdopted
by many institutions, and teachers is. not conducive to the kind: of
creat1ve.learmng and relevant secial servlce that public authorities %

v
e

1. Statcmcnt b',: Supérmtchdcnt of Pubhc Instructxon, Slale of Michigan, Bullelm, :
No. 364.

3 3¢ 4 - .
. . 2. Thereis an obvious irony in thc véry use.of thu phra.sc In Englan;.i and Walcs

, .. one rcfcrs to the local cducatlon apthorities. = s
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lla:.m they wish to encourage. They:cannot assume that they know
»what students want or need to learn or that people themselves are not
competent to make judgements about educational matters. Tl?e rela-
Avt10nsh1p is further complicated by the fact that the de facto aims of an
institution may be quite different from its declared aims and that the
declared'aims of the'student may not be his réal aims, Only througha
free and searching exchange of views can the real aims of the students
be identified and integrated with those of the staff. Moreove, people
"gain most benefit from a programme when they can play a part in
developing and carrymg it out,

~Inpractical terins it is possible to indicate some of the steps requir-
ed to increase the level of an 1nd1v1dua1 student’s participation in
organizing his own learning programmes and in helping groups of *
. students to participate in the management of programmes. Perhaps,
‘to begin with, a new terminology is required to replace such key
ternis as educatlon ,“teacher’ and ‘class’, all of which are associated
with the orthodox hierarchical structures of -educational institutions.
Second, students can be invited to take rcspon31b1l1ty for planning o
and running all or parts of extracurricular activities. Third, sfudent
representatives should serve ori governing bodies and rnanaging com-
=amittees. Fourth, individual students should as far as possible plan
_their own pattern of study. Fifth, students should be represented upon
* adult education development ‘or co-ordination or adwsory councils
. wherever these may be introduced, their main task in such councils

. being to express the views and reﬁect the expenence of peoplc in the
wcommumty

L The way adult education programmes are pre&ented and pubhcly

advertised is crucially important. The vezy choice of* language may

jwell pre-determ;,ne the socio-cultural characteristics of "those who

irespond. In pragtice, much publicity gives a false impression about

|the nature of the programme being offered. It is also often couched’
'in languagc that is quite incomprehensible to culturally oﬁ‘puttmg
to some sectlops of society. Many people' might well part1c1pate in

programmes if only the pub11c1ty appealed to the imaginatiom as much :
as to the intellect, if oﬁly, that i is, they coyld have a.slear perception of -
what-adult education is about in the way, for example, that they per- :
ceive sporting events. :

In any case, the impact of-present pubhc1ty is obviously very
: shght There is too little of it and.its appeal is-restricted. Almost all
‘institutions face the promotional "problem of how °to ensure that *
people high and low are aware of available facilities.

Some adult education i mstltutlo‘ns have come to realize that since :
they are ultlmately in gompentlon for people’s interests with skilful )
and aggressive advertisers operating on behalf of commercial clients,
the1r"owu publicity must be as comppehenswe and as sophisticated
© as they can posmbly ‘make it. The result in some localities has been a
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striking i 1mprpvcmcnt in the format of prospectuses, leaflets and posters
and a resort to large-scale advertising in newspapers by means, for
B example, of pull-out supplenients, on radio and television, by means
of billboards and by means of door-to-deor distribution of 1¢aflets.
‘The equivalent in many developing countries is the travelling van from
which annduncemeénts. about 1mpcnd1ng programmes. are made by
loudhailer. *° . o
> Sonic institutions, having begun to look upon the provision of
" adult education as a consumer service, are now borrowing organiza-
tional policies and structures from the world of trade and industry.
The word ‘marketing’ has crept into their vocabl,ﬂarlcsz bringing with
4 it the implication that .programmes should be directly related to

+  express consumer needs apd that they'should make the same strenuous

efforts to build up and retain a satisfied clientele as any commercial
cnteranc To assess'the nature and scope of demand for adult educa-
_.tion they have adopted marketing research techniques. One conse-

, and”activities thcy might find béneficidl and to ensure that ex1st{ng
participants receive as much guidance as possible. Some municipa-
lities have set up advisory centres to which members of the public
may refer questions about any aspect of adult education. Many pubhc
authatities have themselves prepared or commissioned another insti-

tution.td prepare a directory of agencies, courses and general facilities.”

l Some ingtitutions ‘or groups of institutions have established informa-
. tion centres aficentral points in towns and cities. Making use of a
computer, the ‘public authority in Toronto has introduced an elabo-
rate system for advertising all the courses and activities in the metro-
' pelitan area. A number of institutions have appointed a full-time

public relations officer. Others have given a staff member responsibility

for publicity among his other duties. All these initiatives cost money

and necessitate restructurmg budgets so as to increase fhe percentage
-devoted to the promotiofi of-programmes. :

Conventional forms of publicity, no matter how comprehcnswc
their net or sophisticated their techniques, are unlikely to draw into
adult education programmes the educationally underprivileged. For

. this section of a population personal contact is probably the only,
effective means of recruitment. This usually entails mvokmg the
mediation of community leaders, informal groups and societies. The
yse of community leaders s mediators is commonly recognized in
dcvelopmg countries but, although equally valuable, often overlooked
in the more mdustnahzed societies. To be really eﬂ'cctlvc perspnal

contact may -necessitate organizers miaking telephone calls or calling

upon ’I&cople in their homes.
e importance of personal contacts is illustrated by a recent
Syedish experiment. Sweden has set up /'1 Committee on Mecthods

9 o g
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qﬁence of this ‘marketing’ approach has been-the creation of advisery -
scrvices designed to inform would-be participants about the classes’
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Testing in Adult Eaucatlon (FOVUX) ‘with a view to mducmg adults,
who have httlc basic education and who show no apparent mclmatlon
_ to participate in existing programmes, to  join specially formed study
circlgs. The key element in the scheme is direct personal approach '
to mdlwduals
e : In the first year of the scheme, trade-union study organizers
. visited ten work placey representing contrasting sections of the eco-
“nomy for-the purpose of enrolling students in one of four courses,
-, English, Swedish, math m_al;ics or civics. Would-be stadents weré
", given three options for study: (a) during work and leisure; (b) during
their, spare time with the of a goo-kronor allowance; (c) during
their spare time without an\allowance. The courses were entirely
feee and the students were réimbursed for the cost of travel, meals
‘and child-care. 2,074 or 52 per cént of those contacted cxprcsscd a
desire to participate and of these rather more than one-half eventually
joined a study circle. Two-thirds of the latter duly completed a course.
" The dropout rate was about the same as that for regular study circle
programmes. - g '
Accordmg to a report on the first year of the scheme: \

The gcncral run of FOVUX participants had not studied since ' -
. leaving the elementary school, but when they were sought out .
by study organizers who could clear| away certain practical
difficulties, as well as provide information abbut and induce-
ments towards adult studies, they made known their intention
to begin studying anew. In the’Committee’s opinion, the recruit-
ment res 52 per cent of those dontacted—is remarkably
good, especially considering that twe-thirds of the participants
have not pursued studies since Icawqg the elementary school

K

V Thc recruitment was indeed remarkably good especially in view of -
* the fact that only four subjects were offeted. Even more remarkable
" was the fact that 1 : /

-

. three-fourths of the participants went on record as planning
to continue their studies in the comi ycar and -that must be
consxdercd a very good result.

It may be argucd that in all matters to do w1th the education of adults
. Sweden is sui generis and that this ‘outreadh’, cxpcnence would not be ..
ralleled elsewhere. The salient point $till remains that within the
wedish social context what looked like a hard core of non-partici-
pants did respond in some strength to a direct personal appeal. The
scheme is, of course, costly by comparison’ with, regular programmes
but, as pointed out above, assisting the cducatmnally undcrpnyllcgcd
is bound to bc avery costly busmcss

\ ) . . 4 .
1. chort prcparcd ‘for the Tokyo Conference cntitlcd ‘A chduh Expcrlmcnt ’
in thc Outrcach chhmquc o ) ‘ L :
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- Individualizing learning, democratizing institutions and particu-
lanzmg target groups and individuals, all postulate the need for
efficient and extensive guidance and counselling services. At the pre-
sent time only.a few adult education institutions are able to tender
advice to individual students. However, the picture is slowly chang-
ing. Although few institutions as yet, other than such relatively
well-endowed institutions as open universities, have appointed full- -

. time counsellors, there is accumulating evidence that administrators

and organizers are resorting to various methods for supplying infor-
mation to would-be students and helping enrolled students to surmount:
their difficulties. In Sweden a national advisory telephone service is
available day or night and’ elsewhere advisory services are available
at specified times. One sector in which guidance, if not counselling,
is becoming well developed is that of occupatlonal training. Aputudc
and placement testing for jobs is freely available in several countries
and opportunities for vocational training are often advertised through
the mass media.

Many would-be. and active students are in desperate need of
advice not only about what to study but how to study and to overcome
the psychologxcal probléms. that inhibit effectivé performance. But
to assist them is a highly skilled and tlme-consummg task ! and would
presuppose that the ratio of counsellors to“students be high. Given
the parlous financial state of most adult education institutions it is
just not possible to envisage counsellors being appointed in significant:
numbers if at all. A partial solution must lie in using more part-time
or voluntary assistance and in arranging intensive short training
courses on counselling techniques for full-time and para-prdfesswnal
staff.

Al .
1. The range of tasks that a counsellor or counsellors might be called upon to
perform is considerable: (a) give advice about, and conduct courses on, coun-
“selling techniques for professional and para-profcsslonal staff, (b) interview
persony wishing to enrol; (c) establish and maintain procedures for follow-up
of absentecs; (d) keep pcrsonal folders on each student; (¢) be available to deal
with the problcms of enrolled students; (f) conduct group counselling sessions
on such topics as consumer education, hcalth and responsible citizenship; (g)
4 liaise with ppublic or private ageticies which can assist the undérprivileged;
{h) assist students to.make the best possible use of each major learning episode.

Qs
L s .
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Chapter 5

Programmes and content

* Programmes and content represent such an enormous area of concern

that it will be necessary to delimit  it, first, by considering programmes

designed for the educationally underprivileged and, second, by sum-.

marily recording some significant trends in the programmes of adult
education agencies. Five types of programmes will be considered:
functional literacy; cultural literacy; community development; mass
education campaigns and vocational training.

It is now widely accepted that adult literacy programmes in the -
developing countries have not met with much success, that mass -

.literacy campaigns in particular have involved heavy government

" expenditures and yet produced relatively little effect. This lack of

success can be attributed to some or all of the following factors:

Population growth has exceeded the capacity of available resources
to cope with-prevailing rates of adult literacv. The result is that
the total number of illiterates in the world has uc- .ally increased
over the last ten years.? ' ~

Government ministers and other influential leaders have not wished

to spend significant sums on suitable programmes,
There is a feeling of apathy in face of what.seems a superhuman task
which has often paralysed the will to act.

There has been a persistent lack of essential resources—educational.

_ planners, téachers, teaching-aids, follow-up materials.-
The shortage of appropriate follow-up materials chn notably
>~ serious. Mature adults who have struggled paintully to master a
limited reading vocabulary and to acquire halting skill in writing
- react bitterly to the discovery that their hard-won achicvement
apparently serves no useful parpose. Adult educators and com-

1. See above, p. 62-3.
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munity developers know to their cost that a lapsed literate is
usually lost to education forever. \ .
- There.has been a failure, from the ministerial down to the field level,
; to co-ordinate the policies and activities of the various agencies
who deal with social and ecopomic development. =~ -
Finally, and perhaps most important of all, there has been a failure
to define clear objectives and hence to devise methods for assessing
the value of programmes. Thus, it is difficult to show to sceptics,
especially in high office, that a high rate of literacy is a crucial
< factor in the development process. .
At the international 1&vel, the realization of the failure of mass literacy o~
campaigns has sunk in. One can trace within Unesco the sure evo-
lution of a pragmatic policy towards the problem of illiteracy, culmi-
nating in a decision taken in 1963 to launch an Experimental World
J Literacy Campaign based upon a deliberately selective strategy.
The goals of this realistic strategy and the tactics to be used in putting
it into-operation:were summarized in a statement issued in 1965
~ following a World Congress of Ministers of Education on the Eradica-
‘tion_of Illiteracy, meeting at Tehran under the auspices of Unesco.

Adult literacy, an essential clement in overall deyelopment, must .
be closely linked to economic-and social priorities and to present
and future manpower needs. All efforts should therefore tend
towards functional literacy. Rather than an end to itself] literacy
should be regarded as a way of preparing-man for a sosial, civic,
and economic role that goes far Ecyond the limits of rudimentary
literacy training consisting merely in the teaching of reading and
writing. .

Literdcy teaching should be resolutely oriented towards
development, and should be ‘an integral part not only of any
_national education plans but also of- [;lans and projects for

#development in all sectors of the fiational life. In view of man-

" kind’s needs today, education can no longer be confined to 'the
school; thte necessary promotion of adult literacy makes it essen- o]
tial to integrate all the school and out-of-school resources of -

- each country. ‘ ' x

" Functional literacy for adults must, moreover, involve the'
whole of society and not governments only. It demands the co-

.. operation of all the forces in the nation and, in particular, local

- authorities and communities; educational, scientific and cultural
bodies, public and private enterprises, non-governmental organiza- —
tions, °political groups, religious movements, women’s organiza- -
tions, and so on.

. Thereafter the United Nations Development Programme (UNDP),

- accepting that literacy was ‘an essential element in overall develop-
ment’, helped to finance a number of projects under the rubric of
Experimental World Literacy Programmes. The essence of the: new
approach lies in the determination to treat adult literacy programmes

P
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as an indispensable component of all development plans for social and
economic development; and to ensure that the programmes themselves
. are directly related to the, functional needs of the imdiyiduals and
.communities for which they are designed. The utility of skills in
reading, writing and simple numbering depends upon having the .
opportunity to exercis¢ them. Every project undertaken is restricted
to -a specific area and to the specific development nceds of that area.
- Sixty specific diversified programmes have -been started. To take a
few examples: two projects in Chile and Ecuador are concerned with
agrarian reform; in Sudan a project is associated with a scheme to
settle nomadic peoples; in the United Republic of Tanzania with the
development of co-operatives. In India, literacy programmes have
‘been integrated into large-scale plans to increase the number of farmers
'using high-yield grains.
The connotation of the term ‘functional literacy’ continues to
give rise to some misunderstanding. Unesco’s earlier definition was
as follows: . = . ’ '

" *_  'The education possessed by a person who has acquired, in the
matter of rcading and writing, the knowledge to enable him to
take an active part in all the undertakings for which the indivi--
duals, forming part of the same group, generally’ agree that
education is necessary.

) .
John Bowers, a literacyspecialist formerly with Unesco, is not satisfied
with that loose definition and suggests that we must always ask the
question, literacy specifically for what? He argues that in practice the
major Unesco-sponsored pilot experimental programmes are ‘work-
oriented’, so that: ~

The term “functional literacy’ has come to mean, not literac
that is functionally related to, or aims to promote, technical/
vocational training, but the whole amalgam or combined
programme of technical/vocational training-cum-literacy. In
other words ‘work-oriented functional literacy means technicallvoca-
tional training with a literacy component’. The word ‘literacy’, of
course, hag sales value so perhaps the incxactitude can be for-
given, but it gives rise to considerable confusion.
Nor is the picture yet complete, for the Teheran definition
—$peaks also of ‘social and civic’ education, ‘general knowledge’
‘Understanding. of the surrounding world’,  and ‘basic himan
cultufe’. And what about health education, nutrition and
family planning? Thus functional literacy comes to mean compre-
. hensive education and training for illiterate and even semi-literate
adults, with a literacy component built in. D

< ‘That analysis is most helpful but does not entirely remove the confu-
° sion. Moreover, the initial stress upon the work-oriented approach is-

& mman e e P B . L b eemiepe - e
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now regarded as too restrictive. Rathcr, literacy should be treated as
but onc element, although the key element, of broadly based cduca—
tional programmes.? .

Adults do not become htcratc in a void. It is no less csscntxal to

‘assist them to approach literacy classes in a determined frame of

mind, conscious that the task ahead will demand time and cffort,asto °

- ensure that stt-hteracy programmes are available. In-other words,
the practice.of treating literacy programmes as though they were

distinct from other adult ¢ducation programmes must be abandoned.
Pre- and post-literate programmes are required, aimed not only at

_ensuring acquisition of vocational skills but at cnabling-adult3 to arrive

at a deeper understanding of the extran¢ous forces shaping their -
lives and how to cope with them more effectively. t
The critica] Tehrah Conference in 1965 laid, down three pre-

“conditions for launching litéracy programmes: there must be an

adequate supply of the appropriate reading material, an active conti-
nuing education programme making full use of the mass media and
general cducational programmes. To these conditions it is necessary.
to add the following: specially trained personnel arc needed in appro-
pnatc numbers with the requisite skills and cxpcncncc there must

‘be a' high degree of co-ordination of the activities of all the agencies

concerned with national and local development—planners, agricul-
tural extension officers, community develppment officers, health
education officers, mass media producers and so on;.there must be

_-an abundant supply of teaching aids and primers; particular attention

must be paid to the educational needs of women; finally, therc must

.be a thoroughgoing evaluation of each and every scheme.. Tosum
' ‘up,‘it would seem on the cvidence of twenty years and more of devel-

6ping countries trying to break the back of the literacy. problem that
there are three mdlspeﬂsablc desiderata for success: to 1dcntxfy geo-
graphical growth points; to integrate learning to read and write with
otherlecarning activities; to plan pre- and post-literacy class programmces
as part of a total lcarmng package.

It is not uncommon for educationists and other specialists to
allege that the Experimental World Literacy Programme was a
costly failure. Although thosc administratively concerned concede that
errors were, made, both in general and in pamcular countnes, the
allegation i{ very largely unfounded.or based-on a mlsconceptxon about
the declared aims of the programme. From the very/outset it was fully
realized that only a small number of men and wopien would be made .
fiterate as a direct result of the experiment but it was intended, justi- .
fiably as it turns out, that the lessons derived from trial and error |,

1. 'cf Unesco, International Consultative Liaison Commiliee for theracf Third Session,

Final Report, p. 2, Paris, June 1972 (Unesco ED[MDj24): ‘Adult literacy

should not be regarded as an isolated operation bul should on the contrary
be an integral part of and an interdependent factor in’ the educational whole.” ™

~ r .
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could thercafter bc apphcd on an extensive scale. Thus, reading
~materials tested throughout the prOJects are now being produced and
“widely distributed in large quantities. Those few specialists who were
trained fo implement the projects are now forming high-level cadres
for the direction of nation-wide schemes for training spccialists The

. arrangcment of regular ficld operational serhinars for senior personnel,

- one of the key fedturcs of the management of the programmes, Has
had the multiplier effect of producing a leavening of committed
opinion leadcrs at all levels of society. I‘mally, the top priority accorded
to empirical evaluation, not only for measurmg the over-all outcome
of each’ programme ‘but for monitoring day-to-day 'progress, has
furnished an unprcccdcntcd quantity of information about aids and
obstacles to literacy.t . X

The object of Paolo Freire’s social phllosophy is to cnablc the
rural -and urban poor to become conscious (process of ¢ conscxcnth\
zation’) of the social and environmental forces which determine their
mode of life and to become sufficiently motivated and skilful to
influence those forces.? The chosen instrument to bring about this
change is ‘cultural htcracy , which implies assisting people to become
literate—the principal aim of nearly all other programmes for the
disadvantaged—by identifying literacy with mastery of cultural
‘reality’. This identification is to be brought about by a free dialogue
between a co-ordinator (obviously the designation ‘teacher’ is: inap-
prapriate) and a group of learners designed to.unravel the social -
significance of key words germane to,thé learners’ everyday lives,

. In Freire’s mgthod, the prellmmary stage is for the co-ordinator
_to identify the words most commonly used by the group. This is far
"more than a mechanical exercise in that the words identified imme-
diately reveal the constant prcoccupat;ons, anxictics and aspirations
of-the group. The second stage is to select specific words which will
‘be discussed in a group dialogue. Selection is made according to
three criteria: phonetic richness, phonetic difficulty and word content.

« When the dialogue itself begins, the casy words are dealt with first,

) the group moving on progressively to the more difficult words. The

next stage is-to’ discuss the actual problems of the partlc1pants

. -

. The dmloguc itself is sparked off by introducing a ‘gencrator’
a . word such as ram, ‘food’, ‘plough’ or ‘bicycle’. The word favela,
N that is a slum, is partlcularly‘ evocative since it can generate, discus--

sion about'a whole range of fundamental needs. A picture of a slum
area is then flashed on a screen and ¢onsidered by the participants..

’ 'Km Experimental World: Literacy Prog/{ammc isabout to end and amajor eval-
' ‘uation of the total expericnce is being prepared, For an authoritative, compre-
) *  hensivé and up-to-date dcscnpuon and critical assessment of the programmc,
see the various contributions to and the conference report of a re¢ent scminar
in J. Maller (ed.), op. cit. o
2. P. Freiré, Pedagagy of the Oppremd, New York, 1971. St

b
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. Only then is the word favels ﬂashcd on the screen. The word is then J
" divided intq its three component syllablcs and the participants recite ‘
sounds associated with each phonetic group, for example, va, ve, viyvo,
vu, Thereafter they experiment with combinations of the syllables to
produce, new words such as vela (candle). When the co-ordinator
considers .that the time is ripe, he asks the participants to attcmpt
to write down syllables. l
It would appear that the cultural hteracy method is h.lgly effec- .
tive. Within forty-five days or less from the first meeting, par_tlmpants .
can generally cope with the rudiments of reading and writing. In
Brazil, where Freire initially worked, there were no fewer than
1,300 local centres for learning by* his method wnhm one year of
-a nation-wide programme being launched. The.spontaneous reactions -
of those who have profited from the method bear eloquent witness to -
the efficacy of this method. For example: ‘I was happy because, I'
discovered I could make words speak’. * It is evident that the cultural
literacy method cannot be divorced from the possibility of social -
action since the words and themes discussed by the participants
necessarily focus upon those aspects of life which call for change.
Are the participants going to stop at discussion?” Almost certainly not. ¢
The question then arises whether the participants can enter into a
free consultation with the public authorities with a view to examining .
possible reforms. If they cannot, then there may be conflict. The
me#hod 'is clearly most efﬁcacmus when the public authorities are
* themselves keen to encourage or at lcast are:not resistant to commu- ..
nity initiatives. : B
The basic premise of commumty development programmcs
reflects this special principle: do not ask what othcx:?can do for you
but see what you can do for yourselves by yourselve$ with the mini-
" mum of external assistance. There are, of coursg, many problcms
and abuses that small communities cannot unilaterally: put right
because the power of action lies in the hands of local or central
government. But if they bend every cffort they can usually influence
the conditions affecting their lives to a far greater extent than they
©at ﬁrst suppose. 8
* The simplest index of ability to influence the socml environment
is the degree of choice which people exercise over where thcy live and
work or how they spcnd their leisure. Wherever there is a restricted. .
degree of choice, as in isolated villages and deprcssed urban areas,
there is a high 'level of- dependence ypon the’ public authorities for -
social and economic betterment. In a typical area the relevant author-
ity is overstretched but the potential contribution which commu-
nities might themsélves make is cither not taken into account or is .
~too unclear to furnish a spnngbcmrd for action. The purpbsc of com- '

.

8
1. Freire, ‘The Adult Literacy Process. . ., op. qn., p- 223.
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_progr: is to-enable communities to formulate
their own needs, to identify available resources and. take remedial ’
+action in 50 far as they can while- drawing the attention of the author-

ity to the measures that it alon¢ is able to take, A practical programme
might begin with a self-survey of the community, an examination of
living ¢onditions, an analysis of employment openings and a critique i
of public services. : S -
Community development is a highly cffective form of education S
because it hot only forces people to learn but enables them to apply
what they learn to actual conditions. It has the further advantage of
making people aware that their standard of living does not solely
depend upon their carning power by upon the quality of the amenities
made available through the resources of the local community. *= - ..
' At the end of Ghapter 3 it was stated that a few countries, notably .
China, Cuba and the United Republic of Tanzania, belicve that the :
only cffective solutien’ to the- problem of reaching the cducationally
.underprivileged is to conduct a nation-wide Campaign supported by
all the available organs of information and calling upon the educated
to serve as voluntecr organizers and teachers. The case of the United
Republic of Tanzania may be taken to illustrate the aims and style
of this mass education approach. The United Republic 6f Tanzania
is a poor country with a relatively small population inhabiting a vast -
arca, Roughly g5 per cent of the population live in rural arcas and the
agricultural output is failing to keep abreast of the rapid rise in opula-
tion. Facéd with monumental problems, the country takes pride in‘the
quality of its people and afgues that %clf-reliance’ will sce them
«through. The mass edugation campaigns start from the premise that -
all human beings nagufally desire to:learn. If they do not learn, the
fault lieg not with themsclves but with their leaders at all levels for ~ ~*
failing t0 be clegr about théir goals and to communicate meaningful
information. Hénce, national and confmunity leaders must spread
\nt,clligiblc information about the national goals, focus attention on
the desirability of change and encourage the people to participate with
them in deciding. what action to take. . : ‘ ,
The modus operandi of a campaign is to choose one of the several A
critical national problems and to stimulate grass-roots discussion
about it with a view to detecting what is wrong and proposing reme-
dial measures. The guiding formula is listen/discuss/act. So far there ]
have been five national campaigns entitled successively: ‘To Plan is S
¥ . To Choose’; ‘The Choicc is Yours’; ‘Time for Rejoicing’; ‘Polititics
is Agriculture’; ‘Man is Health’. The critical coinponent in the
conduct of these mass education campaigns is the local study group
_ which will listéh to a half-hour radio programme, study an accom-
panying printed hand-put, consider the problem in the local context
and.decide what.practical action should be taken. The health cam-
.. paigii, for example, aimed at giving Peqplc guidance both about
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curing’. malaria, dysentery, hookworm and bilharzia and adopting
the appropriate, preventive measures. Coe
. Vocational education has two essential purposes. The first is to
ecnable individuals to acquirc and keep up to date qualifications
which will enable them to earn a decent livelihood. The second is to
ensure that the manpower requirements of the'national economy can
' be efficiently satisfied. Until the recent pasy it was thought sufficient to
give cach new generation of children a start in working life through
training witlin the formal educational system or through post-school
apprenticeship schemes. This is no longer so. Both employers and
employees, as well as trade unions, increasingly see the nced for
extensive training facilities for the cstablished adult work force.
Vocational education for adults will doubtless flourish in the
comirig years because it can be viewed as a profitable form of capital
investment and a ‘possible antidote to unemployment, Two contem- °

porary factors are interacting to highlight its importance: the increas- ’

ing longevity of men and women and technological obsolescence.~
Without an institutionalized training system designed to keep skills
up to date the numbers of unemployable people will steadily increase.
‘Some countries aré already faced with the anomaly of having large
pockets of unemployment alongside shortages of skijled labour. Unem-
. ployment is depressing°for the individual concerned and bad for the -

economy since”instead of contributing to the national output and . - °

«  paying taxes the individual has to be awarded welfare allowanccs or ces

given food and shelter. - - ‘ L : _
Other reasons may. be given for expanding vdcational training. .
One-is that’adults efnployed in industry change their jobs from time
to time not only because their present skills have become redundant
but also to offset the debilitating boredom that sctsin when perform-
ing thé same routine actions day in and day out. Imdced retraining is.
stcadily becoming more common than upgrading. A sccond reasenis -
that social mobility seems to give some guarantce of étonomic vitali
At present professional ‘workers” tend to change job§ and to move ™~
from one centre to another with relative alacrity but by and large >
- manual workers, especially the semi-skilled, terid td be immobie,? > »
A third’ reason, which so far applics to only a few countries, is the
belief that pleasant and unpleasant: jobs should be. shared more
equally. Thus intgllectuals should spend some of their timg working
with their hands, as they do in China, and manial workersishould be
given the opportunity to turn to alternative kinds of occupation.
In several countrics, vocational training ltas become a major
overnmeiital, concern for-two principal reasons: the pursuit of socidl
equality and the nced for workers to adapt to changi-ng Eonditiqga-of
employmentv A cascin pointis the Federal Republic of Germiény where

\ | .

&
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1. T}hc lbccfal casc of immigrants was discussed dbove pade _57‘.
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theré are State laws facilitating paid educational leave and accupa-
tional mobility. Through all the vicissitudes of international booms
and regssmns the Federal Republic of Germany’s economy has not:
" ceased to expand for twenty-five years and unemployment has been'-
virtually wiped out. This ‘German miracle’ is in no small part due to _
" the impact of a comprehensive and enlightened vocational training " '
| system for young people and.adults. France is one country which -
————has#ccmﬁy—adoptcd—rumﬁcd—pohcy—towards—voeaﬁena%ﬂmmmv——
Given that in one year no more than 2 per cent of the work force is.
engaged in training; every French empryee is entitled to claim paxd
leave of absence from his employment in-order to undergo tralmng
which need not be directly related to his current occupation.

- If they are to be socially equitable, three conditions are indispens-
able for national vocational training schemes. First, -they must be-
available to everyone—to the umeducated as much as to the educated. -
This implies the existence of an efficient and nation-wide céunselling -
service. Secondly, paid educational leave must be a right enshrined. ,
in law and not an option controlled by employers. Thirdly, those -~ ...
undergoing training require a subsidy not only for themselves but for. -
their families. The Federal Repubhc of Germany pays 70 per cent of
the last wage earned before traJmng, and Austraha pays $75 per week -
that is slightly above the legal minimum wage.’

The tendency to treat recurrent vocational traunng for adults as
a norm is obviously to be welcomed. However, two caveats must be 1
recorded. First, vocational instruction unaccompanied by -some '
'general education may be weakened even in relation to its own gbjec-
tives. The second caveat concerns the effects of national voca%onal
training schemes on other aspects ‘'of adult education. There is a
danger "that governments and employers will cons1der that tHey -
have done more than their duty by providing funds for the former
‘ . without having to subsidize the latter as well. Some countries and
_some professional adult education groups within countries are alive -
to this danger. But the main concern remains how to exploit an o
adult’s interest in furthering his career so as to benefit his:alj-round .
personal development and his community.- ‘ T, .
It is possible' to make three generalizations a wt the vast' range
. of agenmes currently making prov1s1on for adwt educatipn. The
first is that their total number is rapldly mcreasmg The Aecond is

of programme, especmlly in the occupational trai ng sector. The

third generahzatmn is that in many countries the preponderance

of programmes is now offered by public rather than.private agencies.
Numerlcally, the most striking advance has been made by .

agencies prov1d1ng second-chance {or equivalency) formal education (

programmes. “In the developing countries-such programmes usually

‘concentrate upon primary. educatxon whereas in the more developed

©
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countries the emphasis is upon secondary.and university-level ¢duca-

tion. Mostly, the demand for school -equivalence courses comes ffom

individuals but in certain countrics governments are vigorously pro-

--moting cqmvalcncy programmes. In the U.S.S.R., for example, , .
where it'is believed that a close correlation exists bctwccn the level of
educationt attained by the work force and the level of economic pro-
duction, there has been a major drive since the bcgmmng of the

——”m multiply secondaty-level getieral education coiirses in evén- ,

_—..._.ing-and correspondence schools. The courses offered are inteniiive, ... ..«

* requiring the participants to_attend institutions for twenty hours a - -

- week, fifteen hours being spent in the classrgom and five hours'in :

mdxw.dual consultations with staff and in written exercises. The

~ * reasons commonly given for encouraging formal education equiva-

lcncy programmes include a shortage of full-time as opposed to part-

time places, the inequitable opportunities available in schools and the

_ realization that many pgople are late developers who did not reveal

A their true ability when at school. In the great majority of countries,

s~~~ the provision of formal education at the primary and secondary levels
is chiefly the responsibility. of the regular school system.

Although a ‘good many universities continue to play little or no-
part in the education of adults, there is no question that the detach-
ment of umvcmtxcs from community concerns is in gcncral much less
pronounced®than in former years. The provision of part-time higher -

_education.. courses,. long established in the U.S.S.R., the socialist

~ countries of Eastern Europe, North America and Austraha, is now
being forced upon the universities of Western Europe and dcvclopmg
countries by prcssurc both from government and public opinion. In
™. several countries, ‘open’ universities have been inaugurated to enable

‘adults to obtain a umvcrsuty dcgrcc by means of }xq;r:c study. In

o

s

"addition, the majority of universities now offer a yNde range of spe-
cialized profcsslqnal courses at the undergraduate an st-graduatc
levels. Among other innovations in the adult education provision of
universities it is worth sirigling out the introduction in several Amer-
ican.institutions of liberal arts degree courses expressly designed for

adults. o
Many special dcpartmcnts for. orgamzmg an .adult egducation .
service (cxbcnsxon or extramural departments) have been e bhshcd .

Jn universitiés since 1960. Moreover, both the amount of provmon
and the general cf’ﬁcxcncy of adult cducatxon departments appearto
“have increased. The. improvement in efficiency stems partly from the
- employment of larger and more qualified staffs and partly from the
adoption of sophisticated administrative methods. L
X criticism still persistently levelled at universities in some coun-
tries is that they serve only the higher socio-economic groups. While -
‘the available evidence does scem to substantiate this charge, many
universities are also desperately keen to apply at least some of their
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resources to. copam ty-ohcntcd prOJccts Thus, in North Amcnca
- there is a strong movhwjo help local éommunities solve’ th;lr,practlcal
-~ problems. In other countries there are abundant examples of univer- ,\
sity tcachérs, singly or in groups, applying their knowledge and -
skills to thie public service. Furthermore, there has been, a- palpable.
.~ .+ shift of emphasis within university extension and extra-mural depart-
' t' ments_towards Jﬁrogrammcs designed for_social and _professional . ”
_+ = groups rather than for individuals. It is ironic ‘that the- ‘commiunity '
- " clement in-much-university- extension work is often hidden: from the-
public eye by the very popularity of the academic type of pro-
© -,  gramme, ‘Without necessarily sacrificing their academic programmes
< " in the slightest degree, quite 2 number of universities now conscien-
tiousl¥, allotate resources to- the service of the educationally under-
privileged either by;means.of direct provision or by undcrtakmg
action or applied re carch prOJccts t
Agricultural ¢xtension agenciés are among thc most obviously
successful of all adplt education Q,gcncms This, of course, is because -
they pursue the pr‘z:tlca.l goal of i 1mprov1ng farming efficiericy. In the

: . past, agncultural tension activities were centred on telling farmers Y
° . what to doin order to increase yields, More recently, farming has™ = %
" been treated as o aspect of a way of hfc.and efforts have been made
- " to deal with thc%eneral social, economic and cultural needs of farm- '

vers and their families. Dcmomtraﬂonxm the home such as cooking
and making . clothes are increasingly being carried oup by female
~ extension officers. Advisory work among young people has also become:
\ an important fuhction of extension services. Young people are encour-
aged to join 4H or Young Farmers’ Clubs and to participate in
simple agncultdral projects in the thc that they will make a career
of farming. In'a few developmg countries there has been a switch in
emphasis from  the missionary ‘work of the field officer to intensive
training courses arranged at stratcgmally {ocated centres.
In a number of developing countries, improving: thé cfﬁmcncy
of co-operatives, especially in the rural areas, has become a top prior-
ity. Both Malaysia and the United chlubhc of Tanzama, for exam-
ple,-have taken great pains to organize systematic courses for co-\
operative ofﬁmalp and. honorary officers. In 1970, Kenya established . - »
a national co-operative college as a tralmng centre for co-opcranvc, '
officials and members of local societies. ‘ ‘
To gencrahze ‘about the educational 'work of trade unions in a
world context is not possible since in some countries they still concen-
* irate_upon the professional fraining of their own paid-up members in -
such subjects as collective bargaining, labour relanons and office

1. Fora brillam analysis of the contemporary role of univcniﬁa in adult educa-_

- tion scc M,- Huberman, Renoyation in Higher Education: Dynamics of Interaction
batween tha University and Adult Education, ICUAE, August 1970.
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managemcht while in other countries they not only providc for the

.

general gducation and culture of their own members but also offer -
progr: es for the public at large and actively campaign for the

betterment of national educational and cultural facilities. Two
general features of trade union educatiofi can, however, be noted:
the first is the increasing complexity of the subjects studied; the second

.

js the growing practice. scndmgﬂoﬁiaals_dcmncd.fot.htgh-ofﬁhc-to‘——mm

attend short and long courses at universities and centralized insti-

wutions: It is-also noteworthy that many trade unions and virtually

all federations of trade unions, both,at ‘national and international
level, now employ full-time education specialists and many are steadily
~building up education deparfments. P -

- In a very large number of countries the military services now
make an important contribution to the education of adults by teachs:
ing illiterate recruits how to read and write and by imparting
skills not only necessary for military performance but also yelevant to
future civilian occupations. Several countries, including Bolivia, Iran
angd Jsracl, use the armed forces to implement literacy and rural
development schemes in rural areas. These and other countries also
use thé period of compulsory national service as a means of applying
the energy, intelligence, knowledge and skills of young people to
‘various types of community service. Some countries have instituted

national youth corps, organized on-para-military lines, in which *

young pcople spend one or two years attcnding‘ general education
~classes, learning M trade and working in teams on such national
projects as road building. e
A new social concern is the education and training of men and
women in prisons. The old view that prison life should be harsh and
punitjve is yielding to the view that reformation is a far more important
objective than punishment. Despite the constraints, many prison
authorities now offer vocational training for the great majority of
prisoners who lack occupational skills in order that upon release they
will have some prospect of obtaining a satisfying job, and academic
courses designed to improve their educational qualifications. Many
prisoners are now encouraged to take correspondance courses.

It is not original to suggest that librairies, museuts and art

galleries should serveznot merely as rep@sitories for books, old arte-

facts and pictures but that they shouldiplay a positive educational

role, Moreover, there have always been: librarians and curators who
saw themselves as educators. What:is novel about the period since 1960
‘is the revolution in/the layout of many librairies, museums and art
galleries, and the fiumber and variety of schemes for linking their
activities more cldsely with-those of adult educational and social

~dgencies. Besides lending books, many libraries now also lend slides,
reproductions of pictures and. tapes. Many librarics, museums and
art galleries have also become lively cultural centres.
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Programmes and contant

4 . 10
: / - . ‘
Many ‘educational programmes- are not
education agencies as such but by agencies:for
secondary functioni. For example, in conducting

provided by religi t;s groups,- among whic th'éy particularly noted
the Buddhist Wats, Moslem Mosqucs the Coptic Church of
Ethiopia § '

Although there is much talk about ﬂ{e need to revise the content
of adult edzcation programmes so that jttnay beimmediately relevant
to the daily concerns of individual fearners, there is discouraging

- evidence that the weight of traditigh still prevails. One critic has

_observed that in general adult edfication in Latin America:?

. has been confined to the provisibn of primary education in
mght schools for adult wgrkers, with curricula and methods
little adapted to the chardcteristics’of adults.

At the same time, some intgresting developments in. course content

“are taking place. In the shore developed countries, education in

health and nutrition has/traditionally been left to the schools. By
contrast, in developing gountries health education is regarded as an
essential component off educational programmes for adults, though
more often than not rg¢sponsibility for providing it lies with the health -
service rather than ‘{ﬁfs h adult education agencies. In a good many
countries, educatiorfal methods are used to spread information about
sensible nutritional habits. In Iran, young peoplé who have complctcd
their medical stlfdlcs are sent, durmg their period of military service,
‘to serve in locdl communities in order to care for health needs, to
;glvc instruction about sanitation and hyglcnc and generally to
}mprovc the living environment.

Inforndation and advice about family planning 3o, as, to permit
couples to make rational decisions about family size and to make’
use of suitable famlly planning methods are now given by many
government agencics as well as by voluntary asgociations. Success in
dealing with the problem of “excessive population growth depends
abeve all on adults coming to realize that the quality of their lives
is impaired by over-population and that the slze of families can be
gctcrmmcd by individual choice.

Consumer edication is rapidly cxpandmg Its object is to help

consumers make wise and ccon:?cal purchases and to become

any gonsumer protection groups
which sta (cd out with a relatively rnarrow aim have turned their
attentionffo other problems such as safcty on the roads, pollution of -
the environment and déstruction of the landscape through rash and.
uncontrolled planning. Most of these groups arrange informal educa-

1. Irdia Salas, ‘Education in Latin America between its Past and 1t.| Fumrc
Y Prfpm: Vol. 111, No. 1, Spring 1973, p. 71.
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tion programmes for their members and miny invite adult education
agencies to organize appropriate c0urscs and seminars on their
behalf.

Recent years have seen the: formatxon of many local, regional
and national groups dedicated to arousing direct parental interest in
the education provided for their children. Parent-teacher associations,

i~ JOrmerly most strongly entrenched in North America and the L\S.S.R.,
have mushroomed in many countrics. Japan mow has 45,607, with a
total membership of 1g million. One of the major socm-polmcal
objectives of the Federal Republic of Gcrmany for the scventies is to
ensure that parents are capable of giving their children full compen-
_satory cducation at home. In soge countries, courses apé provided for
the parents and relatives of subrﬁrmal or autistic children and many
parents of ‘deaf children learn lip-reading and’ finger-spelling. Some
mothers are being trained to take charge of play groups for-children
undc chool age or out of $chool. )
estern Euripc and North America many groups and asso-
cmtmns have been formed to tackle the problems of the retired and
those about to retird. Here the role of adult education is both to help
ageing people come to terms with their changmg physical, economic
and social positions and to give them oppottunities to participate in
stimulating programmes preferably designed for all age groups. ,

Within recent years the literature of adult education has been
crammed with enjoinders about the cardinal necessity of cvaluating
programmes in a systematic fashion for the sake not only of i xmprovmg '
internal efficiency but also of showing to sccptxcal officials in govern- -
ment departments that adult education institutions are éompetently
managed and worth ﬁnancmg Yet there can’be little doubt that the -
overwhelming majority of institutions make no convmcmg attempt to
assess:. {)hc cffectivencss of their programmes, even in terms of their
own o Jccuvcs Still less is there any attempt to calculate social or
economic benefits.? . .. -

Not surprisingly (for this is a general condition in cducation),.
we found few instances where any serious and systcmatxc attempt -
had been made to assess—even roughly—a programmc 8 internal
cfficiency (cost-cffectivencss), much less its beneficial social .-
and economic impact in relation to the investment made in it
(cost-benefit relationship).

The success or failure of programmcs is gcncrally crudely determined
by counting heads according to the hoary formula of how many
people took part and how many dropped out. Similarly the per-
. formangge of an organizer or teacher is often judged by the number
~of peo‘;)ﬁ whom he contrives to keep under his wing.
Those who urge the necessity of conducting more systematic

. 1. Coombs et al., op. cit., p. 71. !

'_1‘;2 o _




 ' : h. » Programmes and conlent

/ ' 105

evaluation of adult education programmes are entir¢ly justified. Pro-
perly instituted, an ®valuation exercise first nccessitates clarifying
objectives. This can be extremely salutary since objectives are often not
questioned from one year to another and often turn out to b&’based on
outdated assumptions or on hidden assumptions that are not accept-
able. Then, evaluation of past performance is the surest way of avoid-
ing future errors and thus of economizing on effort and expenditure.
. To evaluate a programme is notoriously difficult because so many
vatiables have to be taken into account, The degree of sophistication
‘ﬁl manifestly depend upon the human and instrumental resoyrces
tHat can be brought to bear and-in particular upon the professional
‘expertise of the administrator or organizer directly in charge, a fact
which points up the neced for evaluation techniques to be included in
the curriculum of professional training programmes. Where there is
a co-ordinated national or rcgional system of adult education it is
obviously desirable to -establish a central evaluation unit which can
both tender advice on request and also carry out objective evaluations
of sclected programmes from outside.. X
The drawback to treating such a large theme as structures and
programmes within an international petspective, as in the present
and preceding chapter, is that one mustbearbitrarily sclective and
ignore myriad examples of pioneering ventures, many of which enjoy
only a transient existence. For the “guidance of policy-makers and
practitioners, it is essential that information about such ventures should
be widely disseminated:? N ' ,
In ldoking for points of entry, special attention should be given
gndigcnous micro innovations. PI'hcrc are the too often neglected
-’ al departures from conventionmal educational practice in
which a pioncering teacher, principal, district supervisor, or even
group of students, is using an approach which offers progress
along onc or more desirable vectors. Indigenous innovations
with learning potential may have developed .qutside the formal
educational system—in an employing establishment, in a club
or association such as a co-operative. .. ‘

Who will assume this important function, within and between
countries? This’is a question to which all those concerned with.the .
welfare of adult education must address themselves as a matter of
urgency.? T .

E\N

1. W. J. Platt, “The Faure Report: A Turning Point in Educational Planning’,
Science Man in the Americas; p. 13 {Technical Symposium, No. 15, Mexico

City, 29 June 1973).
2. See also below p. (279,
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Methods and matérials

The Montreal Conference had vcry httlc to say about adult learning®
problcms and teaching methods:* =~ -

+ Much was done at Montreal .o clarify ideas about the scope
. and nature of adult cducatxon, to define its new tasks, and to~v

make positive proFosals for its organization both at ‘natiopal
and international level. On the other handy an. examinati \J

the recommendations made in conncctxon with tcachmg thods
in adult education reveals little that is new or exciting.

By contrast, onc bf the two commissions appointed at the Fokyo—"""
Conferehce was pnmanly concerned with new methods and tech-
niques of communication #ith special reference to the mass media.
The reasons for this changed emphasis are not far to seek. In propor- .
tion as adult education becomes more closely associated with social

. and economic goals and especially with vocational training there is
.a consequent demand for a higher degree of profcmonalxsm in the
" definition of objectives, programme and, coyrse design, materials
design and programme and methods evaluatidn. “This demand is
clearly incompatible with mcompctcnt teaching and makeshift learn-
ing environments. Simultaneously, it is widely recognized that mass,
or at least large-scale, adult education is financially and structurally
impossible without maximum exploitation of the mass media and the-
_full resources of educational technology.

In considering the methods and tcchmque: of communication
and tik materials currently employed in adult education oneisinstant-
Ty fac®d with a paradox. On the one hand, the field has been respon-
sible for as much if not more expcnmcntatxon than the formal educa- .
tion system and has pioneered certain methods such as the group duf.

1. Haly, op. cit,, p. 108. -
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cussion now in general use. On the other hiand, it appears that the
minor revolution that has begun to transform- thc customary teacher-

schools and universities has not significantly affected the methods and
tcchmqués used by the majority of adult education agenctes, cxcept
for thpse engaged in some scctors of occupational training where inno*

LA yatiohsininstructional methods are in vogue and technologicaldevices .
are freely used. Orthodox teaching'methods still prevail. In the realm
of theory a great deal is written about what ought to hedone?® andin-
* the realm of action original methods arc constantly being tried but on
‘a small scalc and with no fanfare. The challenge is ho’w to make such
® * innovations gcncrally l(nown 1
The method of instruction which still dominates adult education
- practice is oral teaching in the classroom. At its-bést this method has
demonstrated its cffectiveness for long enough but alone it cannot .
posslbly cope with the surging and varied demand for learning oppor-
tunitics. Asis frequently pointed out, it is a labour intc¢nsive dnd ther€-
fore costly method and there can never be enough teachers and class- ~ -
rooms to mect all requirements. In any casc, many learning neceds
cannot be satisfied by classroom instruction. Then, adults today share
" with the young a desire for variety in tecaching methods especially if
they retain grim recollections of the classroom. I‘m}lly, many "adults - 4
, are unable to attend classes for a multitude of reasons. It has accord- ,
ingly become necessary to devise alternative lcarmng systems fox\thc ‘
many situations in which classroom instruction is impracticable. )
In essenct alternative lcarning systems arc of two kinds: those .
which focus upon the learner working alonc as far as possible or’in
- groups with other learners and those which assume a distance between .
the media employed and the learner. The first might bt rcgurdcd as
a micro-approach and the sccondias a macro-approach. It is proposed
in the first part of this chapter to dncuss first the micro- lcvcl and then
the macro-level.

=

l

pupil rclatxonshlp and to change the learning environment in many
s

|

*
1. cf. S. Bolanos, Recent Educahon and Training in Latin Aferica, Unesco.(Ed. 731
Conf. 506 113, 1973): *. . . this would appear to be the heart of the, matter—

the most noteworthy achlcvcmcms have taken place on the intellectual level
and to a much lesser extent in the arca of actions and accomplishments.’
2. Lack of publicity about instructional innovations in adult education practice
_no doubt accounts for the following criticism which is largely Jusuﬁcd afler the
opcnmg sentence: “To date, adult education has not been an innovative area
in pedagogy. Adults of different ages, capacities and backgrounds have been
instructed as a homogencous block or, still worse, taught by teachers of pri- .
. mary and sccondary schools using inappropriate techniques: learning by rote
. and memorisation, lecturing without “feedback” fromr the audience, use of .
' rcadmg materials for school-age children, evaluation on the basis of verbal
and written skills alonc. Almost uniformly, rescarchers find that organiscrs
* of programmes in continuing cducation. underrate the capacities of their
e clientele.” A. M. Huberian, Permanent Education: Some Models of Adult Learning
and Change, op. cit., p. 45.
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Whatcvcr the level of the lcarmng sltuatlon, the startmg point
is to.ascertain the motivation, needs, interests and competence of the
learners,to define the learning objectives accordingly, and to select.
- suitable methods and tcchmqucs This secems a self-evident approach
but the evidence shows that it is rarely adopted. As indicated above
in Chaptet 2 the normal practice is still to treat the part1c1pa’nts ina

_.programme or course as an undifferentiated mass and consistently

to use fraditional teaching methods, often dlrcctly rcphcatmg those
~ ‘practised in the schools. .. . .

It is casy to tender the advice ‘that cach mdxvxdual and ‘each
group should be treated as unique and that a- set of methods tailored
to his or her umquc needs should be devised.' It is equally casy to
recommend that in every tcachmg/lcarmng situation no single method
is likely to be appropriate for the entire experience but rather that
different stages and aspects require different treatment; even in the
course of 4 single hour it is often desirable ‘to use more than one -
method: the classica] switch from lecture to group discussion is merely
ﬂ‘simplest'cxaﬁl&@mblmng two or more mc\ﬁu@s Easy,indeed,
to tender advice bt immensely difficult to sec-that it is followed, for

here we are concerned with a problem of changing teaching sbylcs .

that can ultimatély be resolved only at grass-roots level. Conferences
. at the national or even regioral level, can recommend that mpr/
1mag1 ve teaching methods be mvokcd and seni adrmmstr;{tors

issue orders but they can rarely gudrantee the desired response:.
This cxplams why audio-visual aids may be available in adequate

quantitics butjinadcquatcly or scldom or vcr‘uscd _and why even
when special radio and television program%s ¢ available, teachers -
may ignore them. The fact that this is a grass-roots problcm may also
actount for the reticence about teaching methods that is eften found
at major conferences and that Hely noted at Montreal. The solution
- must lie, as indicated in the previous chapter, in cnsurmg that special
training courses arc provided for all those: tcachmg adults in one capa-.

* city or another, that the internal communications system of adult
cducation works cffectively and that adequate supporting scrvxcca
are made available.

.+ ¢ At the micro-level the most striking receng developments can 'be
reduced to threc: the rapid spread of small group methods; attempts
to enable each learner to work alone; the apphcatxon of cducatxonal
technology. All three dcvclopmcnts“prcsupposc maximum acfivity by
the learner and minimum intervention by the teacher.

Learning in small groups is a long established practice, cspccxally
in North America and the Scandinavian countries, where the study -
circle is a revered institution. But it is only recently that the value of
_group learning has been widely and fully apprccxatcd not only as an -

alternative to the talk or lecture as a way of acquiring information

or solving probleris but, more importantly, as a means of enabling
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individuals to become more aware of their own behaviour and values .

and their relations with other people.* Group theorists make certain
assumptions: adults do not Iéarn only by knowing facts; change in any
part of a group changes the group as a whole; individuals in a group
learn fromone another; leadership is the property of the wholc group;
in group situations individuals may gain from the fact that they arc
stimulated to"behave out of character. The guiding principle is'that

-group interaction Ieads to changesinindividual behaviour. Fromsuch ™~

_assumptions it can be seen’that learning in groups tallies with the
progressive objective of transfqrming the role of teacher from that of
an omniscient dispenser of truth to that of a leader or counsellor who
helps the group to clarify.its goals. The abundant research on group
learning appears to justify the enthusiasm with which many education-

ists support it. At the same time, some of its Icading |advocates may -

have carried their zeal too far by implying that there |8 no other way
of learning effectively. The repult is that group, methidds are adopted
indiscriminatély when other smethods would serve b¥ter. Morcover,
many institutions and teachers which swear by group methods simply
do not know how to use them.

- Some educationist’have been attempting for a long time to draw
attention to the needs of the- autonomous or independent learner.*

A recurrent theme in the literature of adult education is the

v desirability of the self-propelled learner who does not need to
be dependent on an instructor or a group or an institution.

It is only very rccently, however, that any serious efforts have been
made to assist the independent learner.? The delay has been due
partly to a lack of concern on the-part of institutions and partly to a
lack_ of resources with which to help him: The rapid dév®lopment of
educational technologics now makes it theoretically possible to extend
help in avariety of ways, specially by means of programmed instruction,
computer assisted instruction and audio-tutorial systeins. Theindepen-
dent learner requires access tolearning aids and knowledge of how to
use them. He may also require assistance in learning how to study.
As argued above, the need for an extensive application of educa=
tional technology is due, even in the richest of countries, to the prac-
tical difficulty of meeting even a fraction of the contemporary demand
for education by means of a direct téacher/student relationship. At
both the micro- and macro-level a varicty of teaching methods and

* .
1. cf. L. R. Beach, ‘Sclf-Directed Student Groups and College Learning’, Higher
. Education, Vol. 3, No. 2, April 1974, p. 187: ‘We are realizing something of the

power and potential which lie in the resources of a small group of intelligent
adults thrown into close, continuing encounter with-one another.’

2. H. L.-Miller, Teaching and Learning in Adult Education, p. 203, New York,
1964. : -

3. Not only for the adult but throughout all levels of education; u-’sJ . E. Duane
(ed.), Individualized Instruction Programs and Materials, New Jerscy, 1973.

7 .
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thhrfological devices has become indispcmablc. Educational tech- < ..
nology. must be one of the most abused phrases in the whole vocabu- -
lary of ‘education, a common error being-to treat it as synopymous
with hardware, that i is, with audio-visual aids.-It is also, as E!armng
to-Be emphasizes, msuﬁicxcntly used. In f?xct the rationale, of educa-

- tional technology ‘s  that every possxblc-'human skill and artefact
should be deliberately and methodically put at the dlsposal of the .
'ldnrncr. Madison sums up its purpose agt -

fe thc dovcl()pmcnt, apphcahon sand evaluation of aystcms,
¢ tcchmqucs and aids to improve the process of human lcarmng
The rangc of mcchamcal devices now on manufacturecrs’ lists is enbr-
mous and the quality of design docs not cease to i xmprovc. Indeed, the
quantxty of learning aids far Outstnps the capacity of adult cducatmn
agcncxcs t6 absorb them, except in® such tcchnologlcally advanced
countries as the United States and even there the signs are that admi-
mistrators and teachers would like a tempg rygif not permanent x5
surcease to %cu‘ ‘output. The truth is thatqa’c‘v}o.fa learning aids arc used’ .
~only by thode who aré¢ trained and conditioned to use them. The
impact #f educational _technology “will thus remain slight even in
highly industrialized countries unless administrators and teachers - .
arg- specially trained to take advantage of them and unless there is -
general curriculum reform. Countries with a low level of mdxgcnOus
technology and little or no extern 1 purchasing power simply cannot
afford to use most of the devices’ at present on the market, * .

"The suggcstmn is sometimes 'made-that the reason why so many
teachers totally ignore or speak contcmptuously about the falsé: mys=
tique of educational technology is that they are fearful that conven-
tional instructiorial methods are gomg to be abandoned and that they
will become redundant. “The suggestion is probably well. founded, .
although it must be said that there is sﬁrpmmgly little firm cvxdcncc -
about teachers’ attitudes to innovation. It'is accordingly necessiry
that key administrators and leaders of the teaching profession become
aware that, far from abohshmg the teacher, the use of instructional
.media makcs his Tole more ercative and varied by freeing him from the
chains of* rouhn?m{d}c‘:mblmg him to concentrate upon the most effec- ~ *
tive way of assiéting each learner.? As has been said, the teacher

-
-~

[ 2 ‘Madlson, New Trends in Educatwnal chhnoloy and Industrial Pedagogy, p.14,
Antwerp, 1971,
.2. It has also to be borne in mmd that repair and maintenance charges can be
w:ry high and that in countries where there is a shortage of trained techni- .
cians and manufacturers’ scrvicing facilities, & device which brcaks down N -
may well have to be written off for good.
3. cf. “The old method of & single teacher with a limited number of puplls at
various levels of edueational achicvement'that was dcvc]opcd for the rural
*  schools of America has b(:cn rcmtroduccd to provide learning opportunitics
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‘ . «bcéonies an adviser l;@iher than a direct dispenser of k_riowlcdgc and
< - in that new caBacjt§7 he is likely to spepd more not less time with
o .students. but now helping them to specify their goals and to choose a
e . programrhe for attaining them. Indeed, the outstanding virtue of the
: technological approach is that it takes into full ac¢ount the actual
process’ of learning and-for each learning episode designs the appro-
g “priate curriculum and instructional methods. It also makes=possible
the isolation of each learner’s particular needs, aptitudes and abilities

S so that whether he‘regularly attends.an institution or works largely -
e - independently the appropriate schedule can be prepared. All this

"« presupposes, of couxses, that a full range of instructiq'nal miedia is

~ available to the learner. . . T
. Instructional media may be designed like the ovérhead projector .-
to make instruction more efficient, or like the tape recorder to be
. controlled either by the teacher or by the student, or like the program-
med text to be controlled by the learner. Leaving aside for the moment
mass communications devices and reading materials, aids to' good
instruction potentially include overhead ‘projectors, tape-recorders,

-+ video tape recorders (VTRS), language laboratories, closed-circuit
television, slides, photographs.,Aids to the learner potentially include
tape recorders, VIRs, colour cassette VTRs, programmed ledrning
machines and fexts, cassettes, and computer consoles. In most learning -
situations one would expect the teacher to be in direct control for
considerably less time than the learner himself, as in the language

. , laboratory where the teacher intervenes only. when someone is in
o .. difficulties. o . : e
BERLAE As an ilystration of th“e"ifltili,t}f'of the new learfiing aids let us take
- closed-citcuittelevision (CCTV). Asarule,broadcasttelevisionisaimed
: . ataheterogerteous audience, usuallyviewing at home infamily groups.
F '~ When the target is a'fhass audience, as it nearly always is,. there-is
* pressure on the broadcasters to restrict the amount of time devoted to
_minbrity educationdl interests. By contrast the audience for clgsed-
circuit television is certain to want a particular programme. Television
becomes a m$'ium that can be manipulated for self-or'group-obser- -

- vation. Moregver, through the use of-VTR it is possible to regord,
replay and criticize selected ‘mass audience’ programmes. “Thus, one
- of the drawbacks of broadcast television—its ephemerality—is brought - -
under the educator’s control. Another valuable function of CCTV. -.
is to weaken or dispel the mystique of television, since there is a trans+
ferred impact on attitudes towards. broadcast telévision. The student
for illiterate or undereducated-adults. This method has begn augmented and
supplemented. with the new ‘educational technology including programmed
materials and texts as well as mechahical 'devices, readers, pacers, video tape
recorders, magnetic recorders, and in some instances, computer-based instruc-
- ' tion.’—Evidence submitted by the United States for the Tokyo Conference. -
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is’ enabled to adopt a more_ critical attltude based upon technical
knowledgc. , . o
A brief catalogue of learmng aids was, hsted above in order to
make three points. The first is that administrators and teachers cannot
be expected to make wise and economical purchases without specialist R
" advice. Secondly, the bold application of educational technology to
" instruction within institutions presupposes: that bulldmgs be properly ,
- equipped and highly adaptable The third point is that many learners;
but above all independent Iearners, require.access at random to learn- -
ing aids outside the xormal instructional setting, besides assistance ,
i from thc mass med_la, wh1ch are d1scussed below. ThlS means that .
cducannal institutions or libraries or ‘a specially created agency.
Alternatively or add1t10na:lly it mlght mean the mstallatlon of learmng
" resource centres. o
~ .At the present time there are in the world very few full-»ﬂedgcd SR
learning resource centres. What do exist in considerable numbers are * o
small-scale facilities within institutions othetwise mainly con31st1ng of -
. classrooms for face-to-face learning. ‘This is scarcely surprising in view ’
of the general shortage of accommodation specifically deslgncd for
* -adult learners. It cannot realistically be expected that adults in mest-..-
- countries will have access tq learmng resources until these become
-available in the school and other buildings shared by adult education
agencies. Meanwhile, it is no problem to prescribe the facilities which a
learning resource centre might offer. These should include the full - .
range of aids enumerated above——partlcularly large numbers of prg-
: grammed learning texts and machines—available at any timeday or
“night to a student who makes a prior- appomtment A number of local
- government authorities have opened community workshops where o
adults who do not attend a regular class can attend at almost any hour .
of the day to pursue a particular interest. The Freizeitheim in Hanover
contains music,, metalwork and wood-work rgoms. Usually a non- «
teaching supervisor is available to offer practical advice on request.
Other centres contain 4 theatre and rooms where it is possible to exper- .
iment with design; a few even contain light: engineering' areas.” 0
‘At this point in time, when for many counties the establishment of |
* learning resource centres must be regarded as a far-away prospect, there
are a few countries in which sophisticated devices will probably soon be- -
come omnipresent. In the United States, for example, it is envisaged
that in the near future each home will become a-miniature learning re-
source centre with a transistor radio for every member of the family, a )
‘television set in every room, a VTR, tape recorders, a computer termipal N
.and a device for recording television programmes by remote control
The American prospect of learmng resources in the home may
be considered by ‘most other countries as ‘futurist’. For their part,
matenally poor countries do have it in their power however to promote
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“ the education of every one of their inhabitants, if not in his own hoie
at least in his community, by a calculated diréction of the actual and
potential instruments of. mass communicatior at their disposal. Some -

- years ago J. M. Trenaman drew a. conclusion about }he impact of mass

communications that is as valid for othcr countries as it is for the_

United’ Kingdon:? i

‘Only a very small mmonfy in the populatlon activcly cngagcd‘

- in any kind of social or cultural activity. B ¢ organs of com-
.~ © .munication on a mass scale—radio, the pr ¢ cinema, gramio-
~t - phone recordings and the public library service—have within

' Tecentyears expanded simultaneously and to a remarkable degree,

so that today they reach almost every: member of the commu-
nity. In the space of only a few years, the new informal media
have far outstripped in extent of communication the traditional
methods of the class tutor. The total effeet of this revolution in,
‘communication is surely -no less significant socially than the’

_, invention of writing, or printing by means of movable type.

"So far we have been discussing learning situations in which learners
have physical access to, and choose to make use of, the instructional
facilities of nearby institutions. Increasingly it is becoming possible for
adults to study at a distance from an 1nst1tut10n by means of cor-
respondence and other media. ~

Several advantages are justly claimed for distance teaching
methods: they are flexible; they reduce unit costs because fewer

" teachers are réquired; they do not discriminate amonghlearners; each

. learher’ can proceed at his own ‘pace; a wide range of subjects can be
»V'cdvcrcd Distance teaching’ is particularly valuable to people living
in remote places, serving in the armed forces or working on shifts.
It is also a godsend to those who are too shy to attend class%h

The key role in distance methods teaching is played by*the corres-
pondence method, which in recent years has cxperiénced a pheno-
menal growth.~Education by correspondence has come to have a
special appeal for«a number. of dcvqlopmg countries because, when
well organized, it can be very effective and begause it is more econo-
mical than other forms of instruction.”Realization of its utility has
been widily broadcast thanks to two developments: first, the creation
of the International Association of CorrespondencesSchools; secondly,
the detailed study' underfaken in 1966 by the Dag Hammarskjéld
Foundation concerning the potentialities of correspondence education
in five African’ countries and, subsequently, the organization in
Stockholm of two intensive training courses for African adult educators

whose governments had agreed to launch appropriate programmes.?
. /
1. Trenaman, op. cit., p. 185, '
2. See: L. O. Edstrdm, R. Erdos and R. Prosser (eds.), Mass Educahan Studies
in Adult Education and Tmclung by Correspondence in Some Dmlopmg Countms,
Stockholm, 1970. =«
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~ Correspondence  course department$ or sub-units of existing adult
- education departments now exist in Kenya, Malawi, Sudan, United
- * Republic of Tanzania and Zambia, Meanwhilg; in the Union of Soviet
: Socialist Republics, Eastern Europe, North America,, Australia and
"+ New Zealand, the volume of correspondence course work has increased
spectacularly. In India, the University of Delhi started a programme
in. 1968 which now. caters annually for thousands of students.
" . In the past, correspondence courses were held in low esteem in o
orthodox educational circles? for tw¢ reasons; first, teaching by corres- T
pondence was assumed to be incoempetent; second, correspondence v
courses were very largely miamaged by commercial firms who were. .
alleged to be mere concerned about-profits than aBout academic,
standards. Today there are few ediicationists who would not concur
that correspondence courses. can he¢ not only economical but highly- " - .
efficacious. It is fitting to*Hbtextiat Aristotle taught atleastonedistin- -~ - -
guished pupil by (':orrcspondc'f;"é; Anxiety-continues to be felt, however,
about the probity and efficiency/0f many agencies currently supplying: "
'training courses. For instance:3 '\ . T R :
In the Federal Republic of Germany, almost all private cortesr
pondence jnstitutes are the result of private enterprise and still -

-

remain 1in private hands} the obvious inference is that those -
running them are guided mainly by the profit motive and only
secondarily by the interests of their students. However, if it is.to
be integrated into the educational system, correspondence
teaching ryn by private bodies must be concerned primarily - -
S with the interests of the student, i.c. thase of the community.
o j This implies that there should grow. up dmong correspondence
institutes a fair .competition for thé¢ student’s- custom, each
~college vying with the others to offer him a greater varicty of
subjects-from which to choose and better quality tuition? Unfor-
tunately, competition of this sort will n6t come about unaided, -
for in business—which is what correspondence education is—the -
o -economic factor is the all powerful; -« - ‘
C In 1965, Gisela Ochlert from Frankfurt published a sensa-’
tional report on correspondence teaching in the German weekly, ~ -
. Der Spiegel. She argues that the problem is not so much the
° fact that thousands of students who fail, every year, despite their |
' best efforts, to complete the course are relieved of their- hard-
carned money which they have to pay in exchange for a ‘service’ :
in an agreement not subject to cancellation. In her view —
rather, the real problem is that, once they- have been taken in v
. this way, such students will always fight shy of any offers of
. further education. : o . o

.

1. Not everywhere; in Sweden, correspondence courses have been established ¢
solidly for a long time (sce, for example, G. Gadden; Hermids 1898-1973,
_ Malm, 1973). - . - L
' ‘2. H. Giinter Haagmann, Correspondence Schools in the Federal Republic of Germany,
p. 6—7;,{8tuttgart, 1968. , -
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Recognizing the. pedagogical importance of correspondence :courses
and the damage that may be inflicted by incompetent tutoring, sever-
al governménts lave taken steps to issiie regulations governing the
condict of correspondence course agencies and prescribing. the stan-
dards to‘which they must adhere. Thus, the Netherlands Parliament
has passed the Correspondend Educition Act 1972 in order to ensure
supervision over teachers and course materials and to disbar agencies
which fall below the requisite standard. o

Correspondence courses are mobt effective when combined with

other teaching mcthods in the multi-media systems described below.

It should be noted, however, that there are some things which they
cannot do such as teaching practical skills, that they predicate a fairly
high lével of literacy and that no further expansion of correspondence
courses should take place before the appropriate logistical back-up

is assured, especially an adequate supply of skilled course designers

and course teachers, In a recent work Professor Wedel] has pointed

out that correspondence courses in Western Europe are being devel- “-
. oped ahead of declared need and that such dcvclopmcgts ought to-

‘'wait upon more reliable research findings.! .

- . At the Tokyo Conference it was agreed that the potential value
of television and radio as an instructional, educational and educative?
force-was inimense but that the present realization falls far short of
what is desirable.3 - - )

, Thanks to the rapid techfiological dcvcl'dpmcnt of modern means ;:"

of communication, it had now become possible to reach far
larger,numbers of people than anyone had imagined even a few
years ago. To the mass media a major role should be ascribed
In arousing among people everywhere an awareness of the
. common social, efonomic and cultural forces affecting their
way of life. The media could provide not only formal instruction
" but valuable information and ‘cultural enrichment,

Yet almost nowhere had thé full potential of the mass
media been enlisted in the service of adult education. On the
contrary, thesmedia were often used for anti-educational pur-
poses. The basic problems were how to exploit the media with a
view to extending educational opportunities; how to reduce costs

1. E. G. Wedell, \The Place *of Education by Correspondence, Strasbourg, Council

-~ of Europe, 1970. - & K -

"a. A rough distiniction can be drawn between three types of programmes, the ins-
tructional (offering preparation for an examination or qualification of some

S

kind, or similar intensive and limited studies, including training for a skill), :

the educational (explicitly aimed at encouraging serious attention and stud
in the field of liberal education, sustained over a period, but without concern
for qualifications), and the educative (covering a wide range of programmes
which to a greater or lesser extent cr?’largc the knowledge or understanding
. of the viewer without necessarily cailing for a serious study). ’
3. Final Report, op. cit., p. 29. .

r
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without lowering the quality of lca;'nixig and management of the
educational process. - : :

Itis also_noticeable that specialists whith first-hand experience of the
'uses of the mass media in rural areas of developing ‘countries have
reached opposite conclusions about theirimpact. In anarticle that ap-
peared in 1973 it was pointed out that:?

-To the planners’ dismay, early experiences.with the mass medi
in rural education revealed that rural people preferred popular
music to new agricultural programmes and soap operas to health
programmes. It was discovered that simply reaching rural
audiences with information was not in itself a sufficient means to
foster social change. ' ‘

* The authors of that quotation/add that thdugh only a minuscule amount

of direct extension (that is face-to-face teaching) takes place, it is far’

more successful. Yet another cautionary note igsounded by T. Dodds: 2

«

hievements ‘of face-to-face teaching and the glamour of the

here .is a danger, however, that disappointment with the

. mass media will lead educators to underplay the former and.

‘ El.acc all their hopes in the latter. There is already ample evidence,
*.  both from the so-called developed world and from a few com-

- munications studies in. the undcr-dcvcloﬁcd world, that the -

mass’ media by themselves are not enough-for good teaching.
They are nearly all one-way channels, andi~there is a spatial
gap and often a time lag: between: communicators and the
audience.  Thus they tend 'to be impersonal and’ offer no way

vidual needs and problems of their ‘students’.

whereby the ‘teachers’ can respond spontaneously to the indi-

‘By contrast with the above,views, the authors of the ICED report on

the education of children ahd ypung people maintain that the mass

- media can be highly efficacious and that face-to-face extension work -

is to be:ruled out because it is far too costly-to finance on a significant
scale.® This is also the view of-I. Waniewicz. 4 ‘ N

The difficulties involved in the efficient:use of the communication
media for adult education purposes can Byho means be neglected.
However, the experience of many countries has already proven
that it is possible for the mass media, and in particular for radio
and television broadcasting, to provide for the necessary break-

through, or as someTike to call it, the ‘technological’ breakthrough, . .

1. R. Hornik, J. K. Mayo and E. G. McAnany, “The Mass Media in Rural Edu-
cation’ in Foster and Shefficld (eds.), op. cit., p. 72.

2. T. Dodds, Multi-Media Approaches to Adult Education, p.g-10, Cambridge, 1972.

3. cf. also: ICED, op.cit., p. 138~9; ., . it is clear that existing extension cfforts can
have only a slight impact on the conditions of rural life. Critics of the existing
situation insist new ways must be found to diffuse the information that is vitally
needed in rural areas’™— Hornik ef al., op. cit., p. 76. ) :

4. 1. Waniewicz, Broadcasting for*Adult Education, p. 14, Paris, Unesco, 1972.
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which would alleviate if not solve many problems and obstacl&,
whlch'would otherwise require decades to overcome, -

Thxs view is cndorscd by H. Oeller, television dn'cctor of Bayerischer
. 'Rundfunk, in a recent pubhcatlon. . :

There can be no doubt that television and radio combined
with traditional styles of teaching and learning. are just as
effective—or, even more “effective in certain fields of application
~—as convenfional instruction, while simultaneously providing
‘the possibility of being ablc to reach a grcatcr number of
learners at less cost.

tw

" The most. scnsxblc conclusion appears to be that thc mass media need to.
‘be combined with face-to-face lcarmng situations and cxlstmg modes
of communication:?* f vs

One clear i 1mprcssxon that does emerge ‘from existing case studies

. of informal educational projects is that the media can rarely, if
ever, be relied upon cxci)usxvcly To work cffcctlvcly, they must
be m{cgr?tcd into cxxstmg patterns of communication’ at thc
" local leve .

The utlhty of radio and television broadcasting for educational pur-

poses ultimately depends upon the willingness and ablhty of those who

control it to supply adcquatc resources and upon the existence of local
supporting services for ligteners and viewers. .

' Whatever the views of specialists the mass media are for good
or ill playing. an increasingly weighty role in contemporary societies.
Young adults are especially attuned to acquiring information’ and
impressions from television. But countries differ to a remarkable extent
in the degree to which they employ the mass medif'for a conscious
*educational purpose. In several highly industrialized countries it is
notorious that the media are more or less exclusively given over to
commercial entertainment. What is still more disturbing is that the
’media should ncglect education in so many dcvcloping countries.

In a recent survey of the uses of the media in Latin America, the
author reached the dismal conclusion that thefmessages of the media
were reaching only a tiny fraction of the rural population, that the
content was primarily designed for urban populauom and that—hkc
so much of the material used”in agricultural extension programmes—
the written, visual and oral codes employed were alien to the exper-
ience of rural inhabitants.® The Secretary General of the Economic

’ , »

1. Multi-Media Sjmm.r in Adult Education: Twelve Projuct Dumphom in Nins Countries,
p. 6, Munich, Internationales Zentralinstitut Fiir das Jugend-und Bildungs
Femschcn, 1971.

2. Hornik et al., op. cit., p. 82.

3. Bolanos, op. cit., p. 3.

*
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Commission for Africa (ECA) has also\_lam‘cntqd the misuse and small
educational impact of the media:? : o

o

Frequently, in our African countries, we find that a very serious
hindrance to the adaption’ of more- modern attitudes towards
education and development is the paucity of communications

media. Often, such media; where they exist, are directgd almost
exclusively to influencing the minds of the very small minority

who are already functionally literate. It is primarily to this

r same minority iroup that most efforts of government information
media——through radio, television and information sheets—are

- directedy Circulation of newspapers, except in a: few African
countries, is almost exclusivcly‘gcvo_tcd to the same minority

oup., S ‘ . :

& gophisti*catcd and most modern audio-visual -media for

- teaching have been intréduced in all African’ countries. These
have been proved to be excellent areas for teaching adults. But
we find that they are employed more for entertainment than for
information or instruction. The possibilities of utilizing «such
modern dudio-visual devices for generating interest in and for
promoting vigorous adult education need to be fully explored.

~

There is so much loose talk about the educational uses of broadcasting
that it is necessary to draw a clear distinction between programmes
designed with an explicit instructional purpose and programmes which
are meant to stimulate and inform the audience without necessarily -
demanding serious study. The fir'st type of programme may be called
¢educational’ arid the second type ‘educative’. :

It is commonly agreed by communications specialists and by
educationists that radio is in important respects a more valuable edu-
cational medium than television. For one thing, thanks to the advent
of low-cost transistor reccivers, it can reach many people who do not
have access to television sets and are not likely to have such access for
the foreseeable future. For another, radio programmes cost only be-
tween one-fifth and one-eighth of television programmes. e

Radio has proved particularly valuable as a component in ins-
tructional systems designed for illiterates. Radio literacy schools are
‘well established in several Latin Amecrican countries and have now
been introduced in other parts of the world. Radio cells or centres are -
formed in rural arcas so that groups of men and women can listen

. to a one-hour programme, Afterwards they study for a further hour
under the supervision of a tutorial assistant, usually a young man who
has at least completed his primary education. :

Radio plays a vital role in rural development. Radjo programmes
especially prepared for farmers were introduced in Canada as long
ago as 1941 under the rubric of farm forums. Their first appearance
outside Canada was in Ghana and they thereafter sprcad to a number

1. R.K. Fudiner, op. cit,, p. 8.
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. of countncs. Today there are throughout the world no chcr f,han 400 |
programmes. addressed to farmers and other pnmary producers.? In g
Ghana a central bradcasting unit prepares programmcs for farmers o
and fishermen, as well as for their womenfolk with a view toimproving | . ‘
their domestic skills. Listeners come togetherin groupsavcragmgtwcnty- h
five. The programmcs are in the form of ‘magazines™ and include illus-
trative situation sketches and answers to listeners’ queries. Producers
regularly visit- rural arcas in.order ‘to keep abreast of currgnt trends o
and problcms and they also.;;cly for regular feedback ofn audience |
reaction surveys. From time to time, bricfing meetings are arranged |
“for local leaders who serve as mediators. In 1962 the African Institute -

_for Social and Economic Development (INADES) was inaugurated -
in Abidjan (Ivory Coast), with the object of providing radio pgogram-
mes for illiterate farmers. Similar programmes are now available in
Burundi, Carheroon, Chad, the Central African Republic, Ethiopia -
and Zaire. The key principle is to treat village communities as tota- -
lities and to try to involve all the villagers in a given community. -
Courses arc directed at threc .groups—small farmers, middle-level
workers, women. A staff of thirty-five is employed at Abidjan. Occa-

* sionally face-to-face meetings arc arranged. The simplest possible
language is used. To supplement the programmes, printed material
‘and visual aids are supplied. Greap-success is claimed for these pro-

- grammes. Radio* is widely rcg:m£:is as an invauable medium for
conveying information about government plans and policics and . -
discussing the duties qf citizenship. Yo

There are in many places drawbacks to educational radio. One is \
the practice ‘of transmitting programmes at fixed hours of the day

W.lth no. repeats so that many people are unable to hear them, Many
Yhdio stations require stronger transmitters so- that they ¢an caver .’.
a reasonably wide arca. Finally, very often only chultory arrangements . \- ’
are made for feedback with the result that communication is all one
way.

' Many countrics are already using tclcvmon for adulw»;
" .purposes and there arc very few countries which have not D!

" plans to do so. No longer, however, are extravagant claims made
about its potential a3 aninstructional medium especially for undiffer-

- entiated audiences. On the congr, Ty the prevailing view is that
television is to be used sparingly and in conjunction with other media.
Nevertheless, telévision has conmdcrgblc power to whet the appetite * -
for learning: ?

- 1, ‘The number of listening groups in the world appears to be increasing—J. F. s
Ohllgcr, “The Power Plants of Dcmocracy° Recent"Applications of the Listen-
ing Group in Adult Education’, in J. A. Niemi (ed.), Mass Media in Adult Edu-
cation, p. 6g-70, New Jersey, 1971,

2. M. G, Puglisi, The Use of Television in Adult Education: European Achicvements,
p. 9, Council of Europe, 1967,
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. 1. The soundest yiew of the value®of television would seem_to be
- to regard it as a highly important afixiliary and above all a
" stimulus, which gives the viewer the desire to learn more, of
his own decord; about the subjects dealt with.
.~ Theoretically jnost subjects can provide material for television pro-
' grammes a;xd;:: some countries the coverage of content is reasonably
" satisfactory. The real problem is how to fit television programmes
into the general scheme of a learning experience and at least to ensure.
that, at the receiving end, viewess have an opportunity. to discuss pro- |
gramines with the help of a tutor. In a few developed countries and in
* a growing nupber of developing countries, educational television is used
extensively in conjunction with organized local viewing groups. Telc-
clubs flourish in French-speaking Africa, especially in the Ivory Coast ~
and in Tunisia, arid may also be found in Colombia, Mexico, Nigeria,
- El Salvador and Samoa. , S
Educational television is most cffective when it can be designed
. for more or less homogeneous groups who can participate, in a care-
fully planned over-all programme. It is this fact which points to the
"tremendous potential of cable television. In evidence submitted to
the Tokyo Conference, the United States stated unequivocally that
of all.the innovations in educational teclinoelogy cable television offered
the greatest possibilities; . :

The potential of cable televigion is so varied and great that its
future use draws far more attention, speculation, planning, and
debate than all the changes and developments in other media
and techniques combined. Some say it will have the mass impact
of the printing press, the telegraph ind telephone, radio and
over-the-air television—plus much of the individual impact
of face-to-face learning. A multitude of channcls feeding a
console in every home is envisaged, with these channels providing
everything from news and entertainment to individual instruction
where the learner can talk with a computer through his cable
TV console. In gffect this would mean that there would be a
learning center in every home equipped to mect individual needs,

It.may be added that cable tclevision could play a crucial part in sup-
plementing community development and community action projects.
So far, only a few cities in North America and in the United Kingdom
have used cable television as a medium of educational instruction for .
adults—-some citics are using cable television for school broadcasts
and these are viewed by many -adults—but several are using it to
provide a general community service. In Canada and some parts of
the United States the law requires commercial cable television
companies to make some channel capacity available for community
~ programmes and to supply the necessary technical resources.
The range of content and mass appeal of television make it poten-

/
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tially the most powerful educative agent of all the media of communi-

e ' cation. For'the educated it can greatly enrich existing knowledge and

' ~ -widen experience. For the uneducated it can be an indispensable
source of useful information and ah occasional spur to mental activity, °

Producers can be trained to use the techniques of entertainment pro-

grammes to supplement the aims of educators operating outside the

“medium. In the United States and in other countries a programme

- + entlited Sesame Street, although intended for children, has been watch-

.ed by millions of adults. This programme includes jokes, puppet

. sketches, animated cartodns, miniature story situations, background

"~ music and a theme song. )
So far we have considered the beneficial educational and educa-
tive uses of television. A numbér of dtleguates at the Tokyo Confer-
ence deplored what they considered its abuses:? =~ - )

Far too much television time was devoted to commercialism,
propaganda and entertainment progfammes, which often depict-

) ‘ed violence and sexual permissivencss. It was alleged that in some

. countries cheap entertainment had been allowed to dominate
- the air waves to such an extent that the'total effect of the media

was to debase human dignity and to aggravate separatism,

conflict and alienation, : o :

In general, it does seem that where public supervision.is non-existent
o or permissive, commercial stations assume that popular tastes are cheap
. "and that viewers do not Wigh to reflect constructively on what they
/ sce. They are encouraged in this assumption ‘by-the findings of, view- = -
' ing audience surveys which faifly consistently show that the more su-
perficial a programme, the greater the number of people who will view -«

only to provide entertainment, !
*  successful audience ratings, byt to inform and to educate. To strike

is no fixed measure of what Ycasonableness entails in such a context. =~ * -
A formula is required for recgnciling public and private interests and  «
~ sccing to it that the informing and educating functions are not ne- -
""", glected. ‘This presupposes sctting aside so many hours per week of
‘broadcasting time for public affairs and educational programmes
" and ensuring that an adequat¢ number of the production staff are
trained educationists. Even then, the particular interests of adult
cducation arg likely to be neglected unless precautions are taken to
protect them. These precautions must at least include appointing
adult education, advisory committees and regylarly allocating a fixed *
number of hours of broadcasting time to atlult education programmes.
~ In Chapter 3 mention was made of the necessity for adult educa-
tion agencies to identify specific groups with spécific needs. Such

(Final Report, op. citi, p. 29. - . G (

> . ) ’ . . g
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specificity is far less easy to achieve for television, except in that minor-

~ ity of countries which.can afford to maintain a network of local sta-
tions or to introduce cable television. And even with a number of
channels, let alone one, it is difficult to address programmes to parti- -
cular groups. At Tokyo one delegate reported that his country had
introduced a two-year multi-media package” intended for groups - ,
usually undér-represented in higher education: people with littlef for-
mal educationj manual workers; rural inhabitants; women. 'Pit-hoc
inquiry showed that these four target groups iad been under-tepre-

. sented among the viewing audience. For practical purposes, it would .
scem that minority interests will usually have to be 3erved by radio
rather than'television. s o

Some communications specialists are predicting a glowing future
for educatifnal television by means of ‘satellite technology.* Theore-
tically it is possible to broadcast educational programmes on several -
channels non-stop for twenty-four hours a day. Plans are already.well

- advanced for reception from satellites in Africa, India, Indonesia,

Iran and Latin America.* - - ‘ o : _

Many countries continue to intensify: the use of educational films -

-~ on the grounds that films can be used at any time and anywhere pro- = '°

~~vided a screen is available. The U.S.S.R. is one country which .
invests heavily in educational films:¥ S

The use|of films, which considerably extended in the 1g6os,
was accqmpanied by the development of a trend towards film
series on)a particular subject, whereas in the previous decade
the.usual ‘practice had been to make distinct films. A.number of
. film' studios in the USSR have gone over entirely to the pro-
duction of educational films, A broad network has been estab-
. lished of educational filmlibraries (regional, district and mynicipal) .
- which Kave'a stock of films on every subject covered by general
~ -gchools, The cxisting: catalogues of educational films make it
& .possible to plan their use in the educational process. Educa- -
="."tignal films are widely used in the school education of adults.
~* 77 Stydies have been ‘made on the method of using films in the
" educational process. :

: Educational films are now .being produced for use in the
stem of vocational training and up-grading for adults and in
¢ system,of political education ard other out-of-school establish-

ments for adult education. : o
The most important recent development in methods of instruction is
undoubtedly the ‘setting-up of multi-media instructional systems. The
systems approach as such is not new but a borrowing from scientific

s

" 1. See, for example, Ocller (ed.), op. cit., p. 236-52. - w

=2, Yet not one country submission to the Tokyo Conference mentioned the use
of satellites. ‘

3. Evidence submitted to the Tokyo Conference, 1972. \ . '
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method. It entails analysing all the factors in a potential learning

situation and bringing to bear in a rational pattern all the available
instruments—curriculum deslgn, monitoring; evaluation,.personnel,
hardware and software. And it starts from the assumption that, when
sensitively orchestrated, several media enrich a learning experience
conudcrably more than a single medium. It cannot guarantee perfec-

tion but it does ensure that a methodical attempt, uncontaminated by

prejudice, is made to discover the bést possible way of monitoring an
educational programme. Although commonly associated with large-

scale delivery systems, the systems-approach is clearly relevant at all .

levels of programming and indeed some adult educators sardonically

. point out that they have been applyirfg it fpr years but calling it com-
-’ mon sense.’

There is, however, a difference betwen small-scale programmmg

and large-scale programming: The first may survive unsystematic plan- -

ning whereas in large-scale programming so many factors and so heavy
a cost are involved that they simply will pot work unless systematically

-planned. Multi-media instructional systems have now been introduced
in a number of tcchnblogxcally advanced countries.! Those in Wes-
tern Europe include Diff in-the Federal chubhc of Germany, Ofra-
temein France, Teleac in the Netherlands; Tru in Sweden, Uned in
Spalh and the Open University in the United Kingdom.?*

Cum:ntly, the most discussed use of the multi-media systcms
approach is that by the Open University in the United Kingdom,
which was formally inaugurated on 30 May 1969. Every night, with
repeats on Saturday and Sunday morning, students can folow a course’
of lectures and demonstrations on national television or, on radio, of
lectures only. Every student is given material to be studied by. corres-

pondence, written cxercises to pe form and study kits, where appro- .

priate. There are also specially prepared prescribed texts for him to
rcad and digest. He is also allocated a personal tutor who marksshis
written work and generally tenders advice and monitors his progress.

Each tutor is responsible for supcrvising approximatcly twenty stu- |

depts. Students arc required to spend onc fortnight in residence cach

. YCar aon the campus of an existing university, where they undertake
an unusually intensive period of study inside and outside the classroom. ,

Throughout the United Kingdom facilities are provided for groups
of students to assemble in selected study centres both to view television
programmes and to enter into group discussion under the lcadership of
a locally appointed part-time tutor. The facilities include -television
and VHF radio sets, tape recorders, projectors, a library of recorded
broadcasts and computer terminals for mathematics students.

‘1. Oecller (ed.), op. cit., p. 8; twelve projects in nine industralized countrics are
described and discussed
2. “Dohmen ¢ al., op. cit.

%
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" None of the methods used is individually novel. What is innova-
.tory is the fact that they arc systcmatxcally integrated. Thus, whereas
traditionally the main input in universitiesshas been through lectures,
the emphasis here is upon stimulating the student to learn in a variety
of ways. Though the academic staff decide #hat is to be tapght, the
- applied educational methods unit recommends which will be the most
effective method to use, suggesting which parts can best be dealt with
through the television medium, which parts through a correspondence
course, and so on. It is also considcred essential that the student should
follow a branchmg rather than a lincar programme of study, so that
when a gap in his knowledge or a failure to understand is exposed he
can quickly be directed to remedial exercises, By making extensive
use of computers the headquarters staff maintains a close watch on
cach student’s progress.
The whole country is parcelled out into regions, each under the
- supervisigg of a directorand supportmg staff. The director is respon-
sible-for arranging interviewing and counselling services for would-be
and actual students, for selcctmg study ¢entres, and for administering
residential schools. Coun.scllmg is carucd out partly by\'ull-txme coun-
sellors but mainly by part-time appomtccs, wha are rcquxrcd to see
stuzg:nts once a fortnight either’ smgly or in groups. The appointment
of counsellors i$ a significarit innovation since in the past adult students
" have: usually been left to sink or swim unaided..

-

system and its exploitation. of all the learmng and teaching aids at the
disposal of edugators.

The initial capital outlay of setting up a multx-mcdxa instructional

<

The umqucncss of the Open University lies i in its nation-wide .
coverage, its intimate relationship with the national broadcasting -

szStcm on the Open University model is so great as tq be prohibitive
for many developing countries. There is no reason, however, why .

most countrics should not be able to afford modifications of the sys-
tem, for example, by dispensing with the costly television component.
In 1972 a system was introduced on a limited scale into Mauritius
under the title of College of the Air. Its aims, structure and organi-
zation, were determined by. a planning committee in the light of what
thcyjudgcd to be national cducatlonal priorities. Initially the Collegc
of the Air has concentrated upon education for employment in a
country with an alarmingly high rate of uncmployment, especially
among recent school leavers. Instruction is provided by means of corres-
’ pondencc courses accompanicd by prmtcd 111ustratcd materials, broad-
casting and occasipnal face-to-face meetings.

The glamour of tclevision frequently causes discussion about
the mass media to overlook or undcrplay the continuing role of the

~press and the print media. In literate socictics, newspapers and perio-:
- dicals ar¢ almost as pervasive as radio and television and it is noti- -

cable that in some dcvclopmg counmes the numbcr of newspapcers

1.2
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i increaéxng chlonal and rural ncwspdi:ers may well be more influ- ", -

tential than national newspapers thanks. to their intimate knowledge

.of local problems, needs and interests, andq:ural newspaperssare essen-

tial to the success of literacy programmes. Tlfe press is not suitable
. for direct educahpnal instfuction, although besides carrying columns
" and supplements of notes and’ excrcises for use by readers a few news-

' papers.also now provide an adwsory service en educational matters -

- both for their general readership and for individual readers, other

néwspapers have special pages for new literates. The invaluable contri-
- bution which a responsible press can make to the education of adults

'i$ not only 2o present the news of- the day but to arouse in their readers
‘an interest in .civic, economic and cultural affairs. Some countries
embarked upon mass education campaigns obviously treat the press

as a -crucial weapon arid' several countries such as Thailand deliber-
ately,use the press to support their general adult eduneation program®.

mes by supplymg wall ncwspapers which can be read m v111agc
reading centres. ' O~

- By comcrdcncc the Tokyo Conference took place dunng Inter-

national Book. Year, which was aimed at trying to increase the quan-
- tity of educational -reading matter in developing countries. In.many

countries the shortage of serious books and other reading ‘materials -

of all kinds? is acute-and theintellectual and logistical problems invalv-
ed-in mcreasmg the supply are immense. Paper is often.in short
'supply, Pnntlng facilities are often scanty and costly to install and
maintain; 'skilled authors are wanting. The lack of reading matter

.- continues to militate against the successful outcome of many educa- . -
.tlonalprogrammes ‘One cauge.of the trouble is that, in general, publish-

_ers are not much interested in educational books for adults, claiming
that potential sales are commercially inadequate and that: toolittle
attractive material is offered them. It becomes important therefore

for governments tol: establish State or State subsidized publishing *
houses such as the East African Publishing House or-to subsidize com-"

_ mercial ‘companies either directly or by placing substantial orders.
 Some governments tackle the problem by publishing materials direct~

ly out of publi¢ funds; in Cuba, for instance, 25 million textbooks '
*.. have been published w1th 120 different. titles. Sonie administrations
- prepare ad hoc texts for specific purposes. The spread. of offset printing -

and xeroxing has also enabled some institutions to produce rcadmg
materials specd.lly and at relatively low cost. ~_ ~

‘ There is one trend in the preparation of reading matter for adults
which deserves to bé reinforced, namely, the production of texts and
study notes for specific programmes as well as‘casual reading texts.

Correspondenqe schools must necessarily issue lesson notes specifically

é

1. Often thiere is a shortage of educatlonal readmg materials alongside a relatwe -

abundance of pulp fiction. :- .

P
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“tailored fot the mdcpcndcnt lcarncr. It is now in some countncs wcll- .
- established practice for educational broadcasts to be supplemented by
‘ 'spcmally' prepared | texts consxsung cither of vcry s1mplc notes or quite
, detailed background surveys of the subject in question. Newly created.. -
lnsntutlons of the open university type have found that the textbooks
»already available’ on tHe market are seldomsuitable for their particular °
j -eourses. As a result, they liave produced textbooks on ‘their awn .
~ account: The fact that these coursé-oriented :textbooks have enjoyed
enormous sales when sold commercially through booksellérs would -
‘seem to show that despite the prolific output of textbooks on all sub~
" jects for university-level students.there is still a desperate need for
-+ texts which form an 1ntcgral part of a totally conceived learning input.
- Following a recent inquiry, Unesco reached the conclusion that
_the cryirig need for educational materials in the developing countnu 3
. could be met only by international co-opcrat;ou'1 to

Thcrc are several concldsions and’ recommendations to bc madc,
" based on rcphcs to thc qucstlonnau'c and Unesco’s own. exper-
- ience:.
B The dcvclopmg countncs prcscnt a challcnge and a little-
explorcd market in educational software materials, especially as . *
- .. regards devélopments and innovations. Their. real needs are
: o&cn not widely known, and their choice of purchase is limited. -
ﬁoduccrs of educational materials in the developed .~ .
countries.have the necessary means at their disposal with which = -
*to produce and distribute educational materials, especially those
- used in modern methods and techniques, which’ can be supplied
- under mutually advantageous schemies to those countries which -
do not have the Eosnblhty to roducc them themselves and yet -
" need them urgently in-order to imprqve their means.of mstrucﬁon
~and to cxpand their system of education. -

" Regional conferences- on book supphcs took placc in Tokyo in 1966 :
and Accra in 1968. Both concluded that every. country needs to build f
. *  up a national book industry. *
»- At the beginning of this: chaptcr it.was pomtcd out that here and E
- rthere original thought and cxpcnmcnt existed with regard to adult
- education methdds. The problcm is how to ensure that sporadic inno-
vations become widely known 2nd take firm root:* .

In order to innovate in cducatlon, it is not eriough to have fresh
ideas about teaching methods. Undoubtcdly, such_ ideas are
-needed. Indeed, they may even. lead to'new approaches to
training 1nvolvmg a reappraisal not only (t)'grcumcu um’ content
-and tcachlng mcthods but also of structure and ms?tutxons

8

Unuco, Mecting of Publishers and Produur: of Education Materials, Nxce, 27—28
May 1971, .p. 2-3 (Unuco doc.).

ﬂ Tallez, The TEVEC Case:' An Experiment in Adult Education Using the Mulu-
Iv(c

dia Symm,,p 1, Paris and Geneva, Unesco and IBE, 1972.
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~» .. But between such ideas, however wide-ranging and clearly

~ thought out they may be, and reality, there is a gulf. It is not
Aill it has come into réasonably widespread use in .educational -

: practlcc, and been actually reflected in functional new. institu-. .
tions, that an cducatlonal mnovatxon can bc sald to havc rcally
taken root, e .

"The fundamcntal' reason why innovations in methods and devices do .
not get widely adopted is that very few people know about them. In
evidence to Unesco for the Tokyo Confcrcncc, a féw countries express-
ed satisfaction with the domestic “dissemination of information but

. the majority view was that information was hard to come by and

“~ haphazard. Moreover, in countries such as the Umtcd States thcrc "
may be an abundancc of raw information.* ’

. butno great volume of orgamzcd and evaluated mformatlon,'
gtudcs to compatibility of various hardware and software and
ccrtamly no central source for the raw information. There are .

~no.” standardized guides or procedures available to help an
-educator select the equipment best suited to his needs and budget
and no §cncrally accepted and widedy distributed cost-benefit
studies of the many systems on the market.

The decision to use methodology, media, and technology
often rests with the individual teacher. Teachers who develop

- special skills in the use of new software and hardware may or
may not share their knowlcdgc with their colleagues.

Most of the information about new media and methods is dissemi-
nated through the pages of profmsmnal journals and news-sheets, which
nowadays devote much space to articles and comments on instruction
methods. In many countries, government and non—govcmmcntal agen- -
cies arrange short-term and long-tcrm courses, workshops, seminars
and conferences to initiate administrators and teachers into the use of |
. . innovative methods and new mechanical dc\hé‘és Much is learnt from
' reports in newspapers and from manufaciurers’ and publishers’ adver-
tising copy. Some institutions 'ensure that at least one staff. member
becomes a media specialist so that he can give instruction and offer -
. advice to other members of staff, Sweden is in the process of building'
‘up a documentation centre in conjunction with the hbrary of the Na-
iono! Institute of Educational Research. But in general it is patent
‘that more comprehemsive and deliberate measures are requited.

The international dissemination of information is predictably in-
adequate. Here there is the additional problem of the language factor.
Several countries ccmpiained in their evidence to Unesco for the
Tokyo Conference that although they were most anxious to adopt
new methods, they could not obtain reliable information in their own

i

& Evidence submitted to the Tokyo Conference.
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language and'that they also found publications about the media to
_be costly. ’ P : /
The niethods used in adult education determine the amount of
effective learniing that takes place. Yet most institutions make very .
little effort, if indeed any, to assess the general effectiveness of the
instructional jnput to their programmes. There has also been remark-
ably little experimental research into the use of audio-visual media:? "

Most of this non-experimental literature consisted of surveys, - .
- testimonials, historical and descriptive assessments, reports of .
informal evaluations—all of which.did not even attempt to deal
with -or assess the instructional effectiveness of audio-visual
media. o : " * ] :
‘Urgently needed is much closer co-operation among all the special-
ists concerned with the instruction of adults—media specialists, sub-
ject specialists, programme directors—since the application of their
collective expertise, as the fruitful collaboration of interdisciplinary
teams in planning open university courses has shown, would lead to
a more -objective and scientific evaluation of contemporary practice
and the introduction of fresh combinations of methods. )

+

1. Peggic L. Campau, Selective Review of the Results of Research on the use of Audio-
Visual Media to Teach Adults, p. 5, Council of Europe, 1972. : -

!
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. The administrative, o
o organlzmg and teaching force

Fora country or rcglon cnvmagmg adult’ cducatlon asa comprchcnswc
public service it is cssential iv ‘analyse and differentiate between all

~ the professional and para-professional functions that have to be per~

-formed with a view to formulatmg sets of competencies for each-func-" .
tion. Up to the present time there has been precious little job analysis. .
Perhaps a national commission of specialists, including’ administrators,
planners, social scientists and agronomlsts should be appointed to
recommend the. types of full-time and part-time personnél that are -
needed.

It is necessary to differentiate among three lcvcls of pcrsonncl
First, there are those who are cmploycd full time in an adult education
service and who may cnvuage it-as a permanent career. Second, there
are tiosc who are full time in a general educational service but ‘who
are required to.devote a prescribed percentage of hours to adult
education. Third, there are those who are employed on a strictly
‘part-time basis. Thxs last group may further be divided into those
who expect to be paid and those, such as local lay leaders, who gladly

_ serve as volunteers. The hlgh cost of employing full-time profcsmonals
means that in most countries the second and- third categories are, and

, will continue to remain, vastly mere numerous than the fiist category.
. Some of those who wish to raise the status of adult education
suggest that almost any- profcsslonal person whose duties rcqunrc the

. use of communications skills is an adult educator. This is to strain the
meaning of words and involves the risk of irritating powerful profes-

sional groups, ‘notably community development and agricultural
extension specialists. The first and foremost task of an agncultural

'~ extension officer, for example, is to help farmers maximize their -

efficiency. He is an educator of adults to the extent that he cannot
achieve his aim without some knowledge of learning theory since it
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"is’ obvious that’ farmcrs W111 not adopt new methods of culj,tvauon

- unless they understand why and how they should do so. But this fact

’

does-not make him an adult educator in a professional sense. Simi- _

larly, those-people who arei often cited as being educators of adults
without being conscious of the fact may well be worth mobilizing in
support of a determined expansion of adult learning activities but
they are not profcssxonal adult cducators

One of the main barriers to 1mprovmg adult ‘education program-.
ntes and to initiating new ones is the absence in most countries of a-
‘sizeable corps of highly qualified, full-time professional staff capable

of generating and spreading ongmal ideas, planning and co-ordinating
substantial programmes and r the gcncral level of admmlstra-

tive, orga.mzatlonal and tcachmg competence. *
The evidence is quite conclusive that no single; factor is more -

conducive to the-quickening of activity than the appointment of full-
time staff. Yet almost nowhere in the .world is the full-time staffing

~ of adult education services remotely adequate, as the evidence sub-

»~

mitted to the Tokyo Conference by country after country clearly
showed.?
In crude quantitative terms, the posmoh might seem to have

improved dramatically since the\Montreal Conference. Countries

which formerly had no full-time staff now have at least a few, and

several countries have multiplied th¢ number of personnel several *

times over.® It is by comparison with the staffing complement in
other sections of the social services thal, the absolute increase in the
total number of adult educators looks puiy. Few countries with large
populations employ more than 1,000 full-tt c\;taﬁ‘ a maJcinty employ
fewer than 100. Thus, the staff ofa single new, univensity, polytechnic
or secondary school, nccchanly serving a restricted- and essentially
privileged social group, is likely to outnumber all the professional

adult educators in a country put together, By contrast, whole regions.

where poverty is ever-present may count themselves lucky to have
the assistance of a solitary full-time adult educator.

1. cf Coombs ctal op. cit, p. 65¢ “I’hcrc is nworld-mdc scarcity of the first type:
" —broad gaugcd planners and coordinators who can competently deal with
all sorts of education and dcvelopmcnt factors and who are good 1mplemcnters
as well, That there are a few outstanding persons with this capacity is fortui-
tous; those we encountered had never been purposely trained for this role
(Partly because the need for this new breed of sub-national planner/adminis-

" trator has only begun to be widely recognized and no provmons have been
made for selecting and developing them).’

"2; For example, ‘Kenya has an acute shortage of profe:..ﬂnally tramcd pcr:onnel ,

in all fields for -an adequate education programme’ (cvxdogit_: submxtted for
the Tokyo Conference).

3. In Hungary, for example; in 1969, 4,000/ full-txmc adult educators were employ- /

ed in informal adult education alone.—J. Kulich, Training of Adult Educators
- and Adull Education Research in Hungary,'p. 9, Vancouver, 1973




" . . national or local level without a resolution being passed that*an

~ tion:* . .

¢ multifarious tasks involved in cnabhqg adults to learn and to.

| Why is there so much concern and rclatlvclyso httlc action? Undoubt- - :
.edly the main reason is that the majority of pubhc authorities bcgrudgc i

salaried workers or at.best by temporary full-time staff, Within the
* administration of a ministry of education or local education authority,”
it is quite common to find that an official with pnmary responsibility

.to keep an eye on adultreducation. Without a_ conscious changt of
~ policy on the part of the public authorities the situation will never’
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 The acute scarcity of propcrly trained, full-time pcrsonncf capablc v
of assuming a broad range of rcsponslbxhucs has become a major
concern of all-those concerned about the development of adult educa-
tion. Hardly a conference is held anywhere at the international,

urgent remedy is callcd for.1 The Tokyo Confcrcncc was no excep- °

The Commmsmn was in no doubt that the blggc!xt challcnge
facing adult education dunnlg 1970s would be how to mobi- .
lize and train sufficient prof csslona? personnel to discharge the

want to go on learning.

the establishment of full-time posts, whether in their own institutions
or through subsidies to non-governmental. agencies. Even when
generally well disposed towards adult education needs, they prefer
to rely upon a makeshift service staffed by volunteers or part-time

for one aspect or another of in-school education is 1nc1dcntally required ..

improve. One argument that ought to appeal to them is that the extent
to which adult education can contribute to increased econoric output
and an enhanced quality of life is contingent upon the employment
of a critical mass of personnel of high calibre. .
If there is a certain lack of quahty in some of the personnel cur-
rently employed in adult education, it is mainly bccausc of the absence
of attractive career prospacts.? Well-qualifiéd people in educational
or other posts are either ignorant of professional opportumtlcs in
adult cducatlon or regard them as insufficiently sécure and prestigious.
Civil ‘servants in educational administration have been known to
regard attachment to adult education as akin to penal servitude or as -
no more than a staging post on the ascent to higher rank. Young .

.

1. During the sixties the trammg topic was on several occasions the lubjat of
entire issues of adult education journals. For example, the very first number
of the new journal Conuergence was on the theme of “The Training of Adult
Educators’, . ,

2. Final Report, op. cit., p. 34.

3. cf. Verner and Booth, op. cit.,, p. 110, “The demand for furthcr cducatxon far
exceeds the avaxlabxhty of competent administrators. or institutional agents.
So long as adult education continues as a marginal institutional actjvity with-
out a wcll*dcﬁncd line of carcer development, this scarcity of pcnonnel As
apt to com:muc
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" - graduates, especially in many of the developing countries, can see

no glamour in a dareer in adult education in comparison with nearly
all the other professions. An adult education service has to offer a

~ visible vertical and lateral career structure and competitive salaries.

It also has to make it widely known that it is not offering a tedious,
hole-in-the-corner career but .one demanding a social conscience,
a variety of skilly. and the capacity for leadership. It is commonly
claimed that many people do ot stay in an adult education service
because: (a) they do not identify themselves with it; and (b) the salary

" structure is inadequate.

The full-tifhe adult educator may be defined as a person excly-

. sively employed to assist, in onte capacity or another, with the syste-

matic education of adults. Whereas the part-time worker may per-
form his duti¢s adequately with imperfect skills and limited exper-
ience, the full-time adult educator cannot operate efficiently unless
he is a thorough-going professional with special personal attributes
and a high degree of expertise.? His réle is demanding at all levels.
He is norially expected to plan, implement, direct and evaluate

~programme¢s and to assume responsibility for recruiting, training and

supervising the part-time organizing and teaching staff on which
adult education agencies are compelied to rely so heavily. In addition,
he must know about general educational trends, he must establish

- and maintain contact with other professional workers and he may be

required to develop close links between the formal educational system
and the community. According to the Tokyo Conference Final Report,
the adult educator should possess the following qualities and abili-
ties:? : ’

. {a) goléroad social experience and a broad cultural background.
- Social skills, an acquaintance with group work and the
dynamics of ﬁrou .interaction, and an undérstanding of

y social and political processes were essential. Above all, an
ability to feel empathy with people was often more important

& .

1. ¢f. C.Verner, “The Training of Adult Educators’, Yournal of International Congress
of University Adult Education, Vol. 10, No. 1, April 1971, p. 55: ‘. . . modern
socicty has had to systematise opportunities for learning through adult edu-
cation and this has created a work specialisation for thgse individuals who

. manage the education of adults.’ : :

2. Final Report, op. cit., p. 34; cf. also W. M. Cave, The Public School Adult Education .
Director; An Analysis of his Administrative Rols (unpublished): *.". . the program
director’s role in adult education is not an administrative stereotype. Neither |
is it burdened with tradition or institutional pressures. On the contrary, it is
a comparatively new and unique administrative position, determined by and
dependent upon the needs, interests, and desires of the adplt populace which
it serves. Thus, besieged on the one hand by a looscly-committed clientele,
and on the other hand by an equally uncommitted exctutive authority, the
adult education director is compelled to reconcile these disparitics through
the appropriate role adaptations. The former is accomplished via the service
role, the latter is accomplished through the interprative role.’

N L}
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aids and equipment; = . ° .
(b) enthusiasm sustained by a strong sense of social commit- 4
ment was an invaluable asset; : :
(c) the ability to analyse the particular social circumstances in
which they were working in order to create the right learning )
environment for participants was important. Since adults
were not always conscious of their learning nceds, adult
educators must be first and foremest animateurs stimulating
people to become aware of their ﬁpnte:ntial for development
and inspiring them with the confidence to undertake some

- form of study or to engage in purposeful groyp activities.

. thanthe mere ability to plan courses and to use up-to-date
s

The foregoing conception of the adult educator is broader than that
which pertains in a number of countries such as the United Kingdom
where many adult educators are first and foremost subject teaching

~ specialists or in many countries sthere adult educators preside over
traditional institutiohs and eschew adventurc. Rather,'it sces adult
educators as animateurs, in the French interpretation of that term,
who jdentify cultural trends and stimulate a continuing flow of cor-
responding cducational activities. It also presupposes the ability to
manage a comprehensive public service like that envisaged by J. A.
Simpson:? : :

/. ..it is by no means visionary to expect that in some countries

there will emerge a profcssion. of general adult educationists to
~ fill posts which will provide a network coverage of the country  *
- on a population basis and where functions will be, not so muc
to teach, as to ensufe that a right to education is excrcised, or,
at least, that people avail themselves of opportunities. Such
~general workers would have to know the fulY range of existing
hcilities, locally and nationally, inchwding those provided by
" mult-media systems. It would be their duty to tailor an indivi-
dual response to an individual demand. It is likely that, in
/‘ addition, they would have the management of a central sct of
. premises specially for adult education and would have pastoral
dutics over a considerable arca, including the supervision of . .
part-time teachers. :

There exists a tendency to suppose that the professional person employ-
ed full-time in serving the education needs of adults must be either an
administrator, organizer or a subject teacher or a combination of all
three. This. is not so—other specialist functions are also importanta
The following list gives some. indication of tlte variety of job specifica-
tions that can readily be identified: (a) senior administrators and plan-
ners; (b) organizers; (c) directors of training courses (trainers of train-
ers); (d) researchers, statisticians and cvaluators; (¢) curriculum
design specialists; (f) media specialists; (g) producers of materials,
) .

1. Simpson, op. cit. p. 210.
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including teaching aids and textbooks; () writers of suitable reading

. material for neo-literates; (i) agricultural extension-workers; (j) co-

operative extension workers; (k) para-professional aides; (1) librarians

~and documentalists; (m) the detached worker (that is, the worker
living in the midst of a community, and not operating from an insti-

tution); (n) counsellors and adviscrs.? \‘ S .
It must be stressed that a number of countries submitting evi-

~ dence in advance of the Tokyo Conference did not cite a serious short-

age of administrators or organizers but of media specialists and authors
of reading primers. Clearly each country has to determine its own
staffing priorities in the light of its particular requirernents. .
By the time of the Montreal Conference it seemed to Arnold
Hely that a profession of adult educators had begun to emerge:?

The Montreal Conference and the related fringe conferences all

indicated by the character both of their membership and their

deliberations the risc of the professional in adult education. The

- passing of the ‘gifted amateur’ may mean the loss of certain

-qualiti®s which characterized the adult education movement in

¢ carly days, but the rise of the professional makes possible

a more serious and sustained attack on the problems facing adult
education. o :

*That judgement applied to a severely restricted group of people, most

of them coming from Canada, Denmark, the United Kingdom, and
the United States; and it is fair to say that, even in those countries
where a good number of pcople were direatly concerned with the

* education of adults, only a tiny band of men and women regarded

themselves as ‘professional adult educators’. Teachers of economics
or literature to adults—yes; organizers of programmes for adults—yes;
but ‘professionals’—no.

~

Sirice the Montreal Conference there has been a remarkable -

change. In many countries, a high proportion of educators who work
with adults now claim to be professionals. In the countries mentioned
aboveand in several countrics in Western Europe, Africa and Asia

the total number of sclf-acknowledged professional adult educators’

is no longer to be counted by the handful but by the thousands,
especially if one includes those concerned with occupational training.
Especially noteworthy is the appearance of a large cadre of profes-

. 1. Categories (a) to (1) in the list are derived from evidence submitted by countries
for the Tokyo Conference. Categories (m) and (n) were not included among
any country’s list of persennel prioritics. Nevertheless, some authorities and
agencies are now employing detached adult education workers as a way of
tackling the problem of the educatiofally underprivileged. The rationale for
employing such workers is that workers based in institutions appear to make
little impact on the problem. Counsellors and advisers are employed by a
rapidly increasing number of authoritics and institutions.

2. ‘Hely, op. cit., p. 14. O
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sionals ir a country hkc the: Umtcd chubhc of Tanzania whcrc only

fifteen or so years'ago there was scarccly a professional to be seen.

The accent on professionalism is due to two mutually reinforcing
factors. On the one hand, governmental and non-governmental
institutions have perceived the-need for specialists and, even if on a
very smal scalc,,_t%z; have accordingly established spccxahsts posts.

On the other hand, men and women appointed as specialists or who

eventually come to rcgard themselves as specialists have become aware
of the community of interest between them and others smularly
placcd No sooner have twenty or so specialists been appointed in a
ngcn country-than they can be scen forming a professional associa-
uqn. No sooner have several professional associations been formed in a
given gcograp}ucal region than they can be seen formmg a regional
association.! Once formed, some professional associations set about
trying to improve the comparative'ranking, salaries and service condi-
tions of thtir members, One yard-stick of comparison which they

usually apply is parity with conditions in the formal educational -

system. In common with all professions, they also insist that all adult
cducators ought to posscss special entrance qualifications, It is this

‘insistence which has partly contributed to the proliferation -of prc-/

service and in-service courses discussed below.
The Tokyo Conference welcomed the trend ‘for a. profcssxon fo

_emerge with a visible and attractive career structure’ and hoped that

it would be accelerated. But the conference also entered a caveat:?

Stress on the need for professionals in adult education should not,
however, lead to the establishment of a closed profession. It was
necessary both to preserve mobility between adult educators
and thc general ﬁclg

" between professional adult- educators- and non-specialists. -

How ironic it would be if those-who for years have railed against the

insularity of the teaching profession should themselves set up a closed
shop. Not only would such-an action stifle imagination and experiment
within the sector of adult education as such, it would also prevent
that mobility within the whole field of education and between educa-
tion and other professions which once scemed an impossible dream
but i§ now being recommended by one public report on the future of

.cducation after another. Among those reports we may include the

Unesco working paper for the Tokyo Conference which stated:3

The general teacher, the ‘one-tnan-band’ for the transmission
of knowledge, who was the linchpin of a system centred on the
teacher rather than on. the lcamcr, must give way to a new

1. * See below, p. 168 -9 ,

2. Final Report, op. cit., p. 34

3. Unesco, Adult Education in the Context of Ly'clong Learning, p. 28, Paru Unesco,
1972 (Confedad 5)
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“type who will be a member of a miulti-disciplinary team. The

. compositiont ‘of.the teams of specialists which will henceforward
_ constitute the basis 6f adult education, will be based 6n a func-
tional distribution of ¢ducational tasks. Tt should be pointed out
that in the World Expermental Literacy Programme, pluridisci-

- \) plinary teams were used whose extremely flexible make-u

varied according to the overall or specific’ objective of eac
project. ~ o .

far we have been discussing the need for, and the role of, full-time
adult educators. In practice, programmes are still very largely planned
and administered by part-time administrators and organizers, espe-
cially outside the public sector. Except 4t the micro level it is desirable

that planning and administration should be a full-time professional,
 task; ideally, organizing should also be a professional task. In most -

countries, however, it is difficult'to envisage public funds ever being
available in sufficient quantity to sustain more than a nucleus of full-
time ‘staff. On the contrary, for the forésceable future a good deal
of the planning and administration and most of the supervision of

locally based programmes. will nccessarily fallupon the shoulders of

~ part-time workers. The teaching of adults; outside the occupational

training ‘sector, i$ also certain to remain very largely a part-time
function. . e : '

A large proportion of_ part-time organiders are school-teachers
who by their own chaice or in response to social demand have become

adylts and some are not particularly interested in doing so, a point

whivh, is discussed below. Yet in many communities they are the sole’

persons at all capable of managing a programme. Besides, deliberately

. to bypass:school-teachers would make nonsense of the current trend to_
" integrate all levels of 'cducatzggal activity in a single framework. The

to modify teachers’ attitudes and

enhance their understanding of the specific needs pnd problems of

adults. : ‘ v R
Surpassed in.seriousness only by the shortage of full-time organiz-

solution lies rather in taléip st

ing staff is the shortage of ancillary staff.* The result is that highly -
qualified and potentially creative professionals are often bogged down ,

in routine work which gradually saps their enthusiasm. It is this

~ cumulative inertia which often leads to the passive attitude towards

non-participants, described above. Clerical assistance is generally
inadequate and often non-existent, especially in support of part-time

‘administrators and organizers. In many.places the ‘principal’ or ‘super-

1. In eyidence submitted for the Tokyo Conference, the United States stated:
“There is considerable evidence that adult education programmes through-,
out the United States could be strengthened significantly by 'use of the
para-professional aide in many tasks, Such aides would assist the senior
professional or master teacher in expanding the instructional programme.’

4

" involved in adult education. Few have been trained to deal with "
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visor’ of adult classes can be found of ani evening uncomfortably seated
in an obscure corner of a school building desperately trying, alone

,and unaided, to-cope with registers, time-tables, syllabuses, corres-

pondence and files, which he is obliged to carry round with him in a
srhall suitcase. Precious few adult education programmes are serviced
by specialists who éan prepare materials or look after the storage,
repair and distribution of equipment. : '

As already indicated, the teaching of adults is overwhelmingly
a pari-time occupation largely carried out in academic courses by
full-time teachers® sceking, like some part-time organizers, to sup-
plement their incomes. 2 Outside formal education equivalency courses,
a growing number of those employed are notschool-teachers at all but

» people from a broad spread of other professions. This trend is all to

the good. In China, for example, many- professional leaders and
skilled manual workers have left their urban homes in order to teach.
in rural communes. A

In general, those who teach adults oy a part-time basis are poorly
paid, a fact which explains, according to those critics who apparently

rule out altruistic motives, the -dubious quality of much of the teaching

that goes on.? Poor pay is often associated with differcntials in the
fee scale from one district to another. The solution is obvious—raise

pay levels and remove the differentials—but not easy to apply: Part-

time adult teachers seldom belong to an assSciation capable of col-
lective bargaining, and teachers’ unions scldom scem disposed to
protest about inadequate part-time payments. Nevertheless, in order
to. remedy the situation, national or local governments anxious to

_ raise the quality of the adult education service have only to fix the

rates of pay in relation to the rates for full-time teachers in the regular
education system.’

If adult education services are to be expanded, the administrative,

organizing and teaching force will have to be expanded too. The ques-
tion is then raised: from which sources are suitablcrecruitsto bedrawn?

1. -cf.* Commission on Post-secondary Education in Ontario, op. cit,, p. 23:
t... . low status of adult cducation is constantly reinforced and symbolised by
- the fact that the teaching of most of their courscs is organized on an overload
basis, as an extra activity for stafl pursuing salary supplements. Is it surprising
then, when part-time students resignedly murmyr about the sorry attitudes
of some of their teachers—those who scem less to be cultivating the vineyard

of learning than operating a mining claim’. ! ‘ -
2. Except perhaps in such institutions as community colleges and the scctor of
occupational training. A survey by the National Teachers’ Association of the
United States, carried out in 1972, found that of its 200,000 members teaching
adults, 41.9 per cent were engaged full time and only 7.4 per cent part time.

3. cf. “The organizations concerned with general academic adult education have

great difficulty in finding tcachers who are well-qualified both pedagogically
and with respect to their subjects, because they arc at present unable to pay

. adequate salaries duc to the present insufficient support by the State.’ Evidence
submitted by Austria to the Tokyo Conference.

4 \ M .
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- A distinction must be .drawn bctwccn thc rccruxtmcnt of full-time
and. that of part-time or voluntary workess,
As regards the first category, the Tokyo Conference rccommcndcd
that full-time adult educators might be recruited. from ‘among the
- following groups:?

(a) volunteer teachers and orgamzcrs who had a. common
background of cxpcrlencc w1th the communitics whxch thcy ‘
.-« would serve; - _
(h) teachers who had already takf:n part in adult cducation -«
. . programmes or run_evening centres on a_part-time basis .
- and decided that their main interest was dealing with adults; - *
’ (c) men and women with special knowledge and skills. _

There is a tradition in a few of the industrially advanced countncs <
-that the great majority of recruits to adult education should have

‘reached a mature age and have had practical experience of planmng :

.. and organizing programmes. A recent report on adulf education in

E;.]ngland and Wales by ‘a committee of i mqulry cxprcucd thc view
-that:?

For the most part, we see grcat advantagc in the mijonty ‘of )
full-time adult education staff, being recruited after a period of L
expericnce in a part-time capacity, but we would not wish to -
exclude a valuable minority who will wxsh to start this work’

“on a full-time basis,

Thc practxcal implication of applying the maturity and experience
cntcna is that adult educators comg in large numbers from the teach-
ing profession, What happens is that a2 man or woman teicher. begins
‘by tcachmg adults in the evenings and then becomes the part-time
*. .supervisor of an evening programme. ‘The next step.is to become a
full-time organizer. This progression is fruitful when the individual
is energetic and imaginative but deleterious when.the individual is
not. Too oftcn, adult education programmes are run by ‘carctakers’
. of unimaginative programmes rather than animateurs, =~ ’ s
» The Tokyo Conference recommended that the following cate-
gories of people might be recruited as part-time adult educators:?

(a) Qualified people from many profcssxons who could serve as
_teachers, leadcrs or orgamzcrs ‘after und rgomg the appro-

(b) iocal oﬁicxals of government dcpartmcnts, cspccxally those
who were in charge of -extension orf community develop-
; meént services.
(c) Teachers who had undcrgdnc a short oncntntxon training
course. \

+

v

1. Final Repon,-op. cit., p. 34, -
2. Adult Education: A-Plan For Dmlopmmt, p. 133, London, 1973, o
3. Final Report, op, cit., p. 5. ‘ s
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(d) ‘Senior &tlzens who often exercised consxderable mﬂuence
lhplthe commumty because of the esteem in Wthh they were .-
eld A L :
(e) University students, especrally in developmg countnes where - . -
o hlghly qualified people were frequently in short supply S
o among the .older age groups.

Thxs class1ﬁcatlon is based on an assumptlon that those- who are .
' experts n-a given field do not necessanly make the best teachers,?

" especially when adult students may spring from. a social and educa-"
“tional ‘milieu different. from their own. Differences in experience, in
attitudes, and in vocabulary create ‘obstacles t0 communication and
when communication fails effective learning does, not ‘take place.
" To take an example. a labour: union may wish to pr0v1de a course .
 of instrugtion for its members on a specialist subject such as economics.
A trained economlst may be incapable of explaining econémictheory:
_.to working'men or, indeed, mcapable of finding out wha't will stimulate
their interest and why. So ‘the union may have to select- one of itvwown
- members with kndwn skills in communication and send him off to

*; a course in economics. Many individuals learn most readily from their

~peers because they have confidence in them as reliable sources of

information or masters of practical skills and are not intimidated as
they may be by professional spccialists. Thus, in a mass education
programme local leaders may be chosen to play a central role. For |
example, in order to encourage farmers to adopt new Storage or selling
practices, agricultural extension officiers might operate principally
through the mediation of natural leaders: It then, folloWS, of course,
that one of the skills required of professronal organizers is a capac1ty
to identify natural leaders.

* Those who may formally be deﬁned as belongmg to the full-tlme
profession’ of -adult education such as- programme directors, hteracy
specialists, occupational tralmng specialists or university extension
oﬂicers, comprise only a proportion of the people engaged regularly
- in the education of others. The personnel resources for adult educa-
tion work include, at leastipotentially, a nation’s journalists, radio.
and television producers, -agricultural extensign officers, librarians,
doctors, civil servants .in close touch with the public, commumty
leaders, mayors, social 4workers, health offiters and community per-
.. sonnel. The edueational dimension of their work may be quite evident
to some of these people whereas other§ thay be either unaware of it
, Or see it as relatively unimportant. There can be no questlon, however,
*that it would contribute to the general good of society if all of theq
were to perform therr educational role more systerpatlcally Thls was

Y

“of. EGA Secretariat, op. cit., p. 13: ‘It is well known that many African trammg
institutions are staf!'-d by individuals recruited on the premue that once one -
knows, then one can teach what one knows to someone clse.’ .
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the view of some delegatcs at thc Tokyo Confcrence, who argucd
that T :

©

anyone occupying a posmon of responsibility in soc1ety could -

" not escape from the duty of helping to educate his less fortunate .

.-

fellow : countrymen. - These -included such - people. as doctors,

" social workers-and librarians whose work grou ht ‘them into

_ daily contact with people Wherever a person: supervxses othcrs,

~he should be conscious of the educational dimension of his work.

Anyone who has’ already a. minimum of education should help’

_ in promoting education in his neighbourhood as thiose who are

- most educationally ‘and culturally under-pnvﬂegcd are -best -
* helped by those who share thclr daily life. ,

)

‘Ncarly everyone is potentially an educator Ncarly all of us tcach

someone at some point in time. Every milieu has a wealth of potential

- resources.? It is this realization that has inspired Illich to advocate
‘his contact system and others to advgcate educational cxchangc

marts by means of columns in thc press ‘or swap boxes in ‘public
libraries. -
Iflich has recommended a systcm of léarning. webs whcrcby all

those who have something to téach and all those who require instruc- -

tion shéuld make contact with one anothér. In small commumtlcs
such a system already often works in an informal way. It would be
more difficult to apply it to large centres of population but it certainly

~deserves more consideration than many critics have. been prepared to
give it. The critics have misjudged its potential efficiency by assuming’
- that it would necessarily be a. haphazard arrangement. In practice,

there is no reason why such a system should not be treated as an

‘important element in any general scheme of adult:education.. This -

presupposes that. the public adalt education service, in addition. to
providing its own programmes, would énsure that full facilities were*
put at the disposal of would-be voluntary teachers and students.?
Such facilities could include’issuing regular lists of teachers and stu-
dents, offering small roomys free of charge in evening centres and libra-

ries, giving spc\.mhst advice and providing appropriate teaching

materials. Supporting services are 'required, of course, by all adult

_educators, especially when operating alone.

Only a few of the full-txme staff and virtually none of the part-

. {Final Report, op. cit., p. 35. 1

i cf. Coombs et al., Attackzng Rural Poberly How Non-Formal Educatwn C/an Htlp,
" p. 20, London 1974: ‘Potential resources for non-formal education‘in rural
arecas are often underiitilized or untapped. . . - the expertise of local master
craftsmen, progressive farmcrs, entreprencurs and government . specialists
posted in rural communities could be harnessed for part-time instruction;
"and educated but underemployed adolucents and young adults could share
their general education with others*

3. See p. 14g-50.
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" time ‘staff currcntly cmploycd in cdult cducatxon have been formally -

trained, though many have completed teacher-training courses,
Until very recently, indeed, it was commonly assumed that adult

_edugators had a natural, ﬂan‘ for organizing or teaching, and did not

) th(.{rcfo,rc require any tralmng or at least not the sort that necessitated

- attehding regular courses:* But today the drive on the part of adult
. educdtors themselves to become as professionally competent, as pos- |

- sible and to create a professional identity? and the growing sophistica-

tion of administrative and organizational procedures have ¢combined

to produce a demand for the professional training of Adult educators,
_a demand that comes not only from within the profcssxon itself but
* from outside. In Finiland, for example, training is compulsory  for -
*full-time administrators and teachers cmploycd in institutions sub-

sidized by the State. In a number of countries, the State does not
stipulate that personnel be professionally trained but in pracnce both
public and very oftén private institutions do so stipulate or give pre-

_ference to candidates who have been trained. Moreover, wherever

training courses have become numerous, the grcatcr ‘has been the
tendency for institutions to démand that new rccrmts shouMouus

'profcsslonal quahﬁcanons.

“

. In societies where only the young havc the benefit of formal
education it may be considered that they have a partlcular ‘respon-

slblhty to share their pnv:lcgw with older people by using their spare
<. time, cspccxally during vacations, to organize literacy programmes
‘or to serve as teachers. A few governments demand and others
_ prescribe that the young should serve the adult education movement.

In Burma, for example, university students work during the summer

" months-in literacy corps. Mobilizing the group to lead and teach not

X only helps to overcome a present shortage of staff but also prcdlsposcs

them to bécome leaders and teachers on a permanent basis.
Although today, in many countries, a complex and polmcally

delicatei issue, teacher training poses far fewer problcms than the train-
ing of pcrsonncl for the adult education service. For one thing, the. -

latter service is- heterogenous, involving a wide range of providers

.~ from universities to community’ schools, from commercial undertak-

ings to non-profit-making pnvatc agencies. The vital need is to achieve

as much of a common core m training as possible so that occupzmonal

. 1. Itis slgmﬁcant that there is no rcfcrcncc to training for adult educators in
Hely’s post-Montreal study New Trends in Adult Education, op. cit. Nor did
.the Montreal Conference have much to say on the subject.

2. Some of the older generation of adult educators still regard formal trammg -

as a waste of time and are suspicious of those who theorize about but do not
practise adult education. -

3. Some national annual statistics relznng to training for adult educatxon are

" comprchensive, namely Czechoslavakia (goo full-time and 5,000 part-time

staff) ; Poland (2,000 full-time and 20,qoo part-time) ; Indonesia (1 xo,oco part-’

txmc), Cuba (23,400 part-ume teacberl)

Y
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- mobility between one sector and another can be encotiraged and so
‘that, wherever they work and whatever their clientele, adult educators

~can freely communicate with one another, sharing. problems and -

exchanging useful information. Specialized knowledge and umquc
skills are obvipusly required for particular kinds of programmes such

. as, for example, industrial training, but anyone professionally engaged
" in the education of adults must acquire a good deal of core knowlcdgc
_and skills. Idcally, therefore, the initial training and some of the in-
sérvice training of adult cducators should take place in training

-+ centres catering for a comprehensive raige of expertise. Generic.

training can then be supplemented by spccmhzcd tralmng on thc job

or-by means of induction courses.

- : Elght types of training courses can be dxstmgulshcd.
sai————Lor_organizers and administrators: (a) initial training—full time; (b) ini-

8 : THak ‘training—part time; (c) in-service tralmng—full time; .

. (d).in-service training—part time.
For teachers: (a) initial -training—full time; (b) initial traumng—part

time; ( c) in-service tralmng——full time; (d) in-service training—

part time.

Smcc about 1966 there has been in some countncs a spectar'ular- :

s increase in the number and variety of training courses designed for
full-time specialists. The following types of course can be identified:
(a) undergraduate degree courses; (b) post-graduate degree courses;
(c) post-graduate diploma and ccrtiﬁcatc courses; (d) short, full-time
preparatory courses; {¢) in-service training courses of varying lengths,

There are manifest advantages 'in locating full-time training
courses in universities. One advantage is that universities can offer

- the interdisciplinary collection of courses that is required. University-
level courses are intended for young graduates who wish to embark
upon a career in adult education-or for anen and women who, having
already enbarked on such a career, desire a formal training and the
valuable academic award that goes with it, Notably in North America,
but also in many countries in Europe, including Czechoslovakia, the

. United Kingdom.and Yugoslavia, in a few African countries and in
Cuba it is possible to obtain a doctoral or master’s degree or a diploma
chiefly as a result of following prescribed courses. In the Umtcd States

of America no fewer than seventy-five universities now offer master’s

or doctoral degree courses; an indication of the scale of this provision

“is that dumng the year. 1971 the one-thousandth Américan doctoral,

. degree in adult education was awarded.!

Until recently, governments and institutions in the dcvclopmg‘

~ countries sent their personnel for tralmng at universities in the more
dcvclopcd countncs Thus several university and govcmmcnt depart-

1. cf. E. K Townscnd Coles, -Universitiss.and Adult Education Research and Trammg,
A Surve_y, ICUnE 1970.
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ments in plz;ccs as far apart .as Hoﬁg Kong and the Sudan have A

arranged for nearly all their professional staff t6 be trained in a devel-

‘oped’ country. One by _one; however, the developing countries are

introducing their own post-graduate training courses.

Beyond the vocational training course, facilities in many univer- -

sities- have been extended to .cnable specialists to obtain research’
degrees or to undertake a major piece of research as part of the requir-
erhents for.a*degree. A pattern now seems to ‘be established in which
the’ developing countries provide their own po%—graduatc training
courses up to the diploma or certificate level but send those who are
academically well quahﬁcd to undertake research for ‘a master’s or
a doctoral degree at universities in the more. developed countries.
Adult education is included as a component in the curriculum

.of some undergraduate dcgrcc courses, as in the University of Zambia,
~ for. cxamplc, with a view cither to enabling education students to
“acquire at least some knowledge of adult education or to inducing

students in other professions such as medicine to appreciate thatadult
education is also a profession with which it is worth developing a
‘co-operative relationship. :

Short, full-time nrcparatory courses are far more numerous than
long-term courses; rangmg in length from one. to six months, they are
commonly oﬁ'ercd in the developing countries for field workers and

_ non-@duatc workers at all levels. Some of these courses are arranged

by. universities but the majority take place at national or regional
training centres under government control. The Philippines. has a~
national centre and at' the national level India has incorporated
within the National Institute of Adult Education a Department of
Adult Education whose several functions include the training of

social education officers. One of the most original schemes for short -
training courses is toybe found in Senegal, where extension workers,

selected from among the natural leaders in their communities, are
trained at centres d’animation rurales.? It is, incidentally, worth noting
that in a number of developing countries the publi¢ authorities now
consider that enough attention has been paid to the training of high-
level specialists such as economists and planners and that the time
has arrived to devote more rescurces to the training of commumty

leaders. Short courses are also provided by voluntary agencies, trade -

unions, co-operative socicties and miany other _organizations.

Apart from the expansion of short-term courses there has been

a striking increase in the number of occasional seminars, conferences

-and workshops.' In several Latin American countries seminars are
" regularly held on Saturdays.. The impetus herc has come less from

cmploymg bodies than from adult educators thcmsclves, determined

-

1. SeeB. M Cisse, ‘Scncgal’ inJ. LOWc (ed.), Adult Educatwn and .Natwn Bmldmg,
p. 99-102; Edinburgh, 1970.
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to keep in touch with one another and to enhance their professional
expertise. '

- There is growing evidente that senior officials employing mis-
cellaneous categories of community workers—social workers, com-

" munity developers, agritultural extension officers, health educators,

aduld, educators and so on—are leaning to the view that, if not
trained in unison throughout an entire training programme, such
workc?s%léould attend- certain courses in common, for example, .the
study of social change, and share at least some-training experiences.
Kenya, for instance, has planned multi-purpose rugal training centres,

_which combine all the training facilities in rural areas in place of the

present fragmented, and generally under-utilized system of individual
centres. Sudan ‘has established a community development training
centre for adult educators and social workers. If it'is not possible to

train professional workers for all the community services within a
- single inatitution, it is at least desirable to make sure that the trainirg

institutions are in suffitiently close proximity to one another to ensure
that certain generic courses and a number of social and recreational

facilities are shared. It is also desirable for professional workers in the
- social services to share some¢ in-service training experiences in order

that they may break down the semiantic barriers that: separaté them

_ and discuss the many problems that they face in common.

~ In spite of the intensive employment of part-time organizers,
especially in evening-class centres, .arrangements are only just begin-
ning to be made for their training and in only a few.qountries i§training

- compulsory as-a pre-condition of employment. Yet such training

is essential for cfficient performance. The training eourses that exist
for part-time organizers generally take one of three forms: (a) short
courses of weekly meetings usually held in the evenings; (b) residential
courses, usually covering a, week-end but sometimes covering a week
or more; (c) a combination of a period in residence with weekly
mectings. In the-view of the Tokyo Conference:? ’

The training of part-time workers obviously ‘depends upon the
state of their existing skills and knowledge. At the least, they
must know something about adult Jearning and they must be
able to identify with the people whom they have to s¢rve. As a
« rule, their training should take place in the milieu in which they
"work. At times, it might be valuable to bring them into residence
for concentrated courses. . : ' .

3

1 -

% ‘P
~ In virtually all countries, the ratio of part-time to full-time teachers

of adults is very high. In the United Kingdom, for example, the ratio
is approximately 200 : 1. The only area in which full-time teachers

of adults are at all widely employed is that of industrial training. For

°

1. Final Report, op. cit., p. 35.

.
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- all practical purposes, therefore, it can be assumed that reliance upon

. time teachers: (a) too many are amateurs; (b) too many are school- -

part-time teachers will remain a permanent factor.
Two perennial criticisms are levelled at the performance of part-

teachers who have little empathy with adult learners and who cannot,

or will not, modify their school-room teaching styles.* Very often the’

low status of adult education services is partly due to public distrust
of the teachers’ competence.* The public authorities tend to ‘ignore

this problem altogether or to shirk spending money on training schemes. |

Part-time teachers themselves are unlikely to see any advantage
in surrendering a part of their leisure time for training when the tenure
of employment is precarious, the financial rewards small and the

working environment frequently uncongenial. There are some deter- -

min¢d government departments>and ddministrators, however, who
are experimenting with a variety of training schemes. In Yugoslavia,

.for instance, it is difficult for a part-time teacher to obtain employment

- no-Iqpger employ, part-time teachers ‘unless they have previously

o

L

unless he first attends a trdining course. In the Ukrainian S.S.R. a
five-year plan was drawn up in 1971 to ensure the obligatory training
of all teachers. In the United Kingdom several local authorities will

attended :part-time courses necessitating’ approximately 6o-80 hours

1. cf. Unesco, Meeting of Experts on Services to Out-of-School Youth in the Asian
Region, Bangkok, 1972, Final Report, p. 6. ‘In this regard, the participants
expressed general dissatisfaction with the usual performance in out-of-school
programmes of school-teachers and other authorities coming from outside the
local communities who tended to direct and Jnstrisct rather than stimulate
and encourage youth in the development of their own sense of awareness.
It was believed that local ingtitutions and niembers of the community with
particular skills might he more effective in providing relevant learning exper-

-iences.’ . :

2. ‘'ef..the following statement by a senior education official: ‘It could be said that
the standard of part-time teaching in adult education is its Achilles heel, but
part-time teachers are the people with whom the public mainly come into

_contact, and they are the ones' who deliver the goods from the public’s point
of view. The public expect to have to put up with unsatisfactory material
facilities in Evening Institutes, but they do expect, and have a right to expect,
a high quality of teaching and sympathetic involvement in the subject for
which they have voluntarily enrolled and paid a fee. There is often a drop
off in students’ attendance at adult education classes in the course of the session.

. There are, of course, a number of reasons for this wastage, but I suspect that
high amongst them is dissatisfaction with the standard. of teaching experienced,
" including in some cases an inability to adapt school techniques and content
of work to adult lcarning needs. Since the provision of adult education in the
" foreseeable future will depend largely on part-time teachers, local education
authorities-must tackle more vigorously their training. A determined attack
on this problem by L.E.A.’s over the next ten years would do more to raise
the image of the adult educatipn service in the eyes of the public, and to elim-

-inate the frequent charge that the work constitutes only fringe education,-

than any other single action.’ A. N. Fairbairn, Ons Country’s Look into the Post-
Russell Era, p. g (unpublished).
q .
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of instruction. In Norway and $weden thcrc are abundant tralrung
opporturutxcs for study-grotp t€aders both undcr the aegis of natxonal

" . associations and at the 1ocal level. -

. The training of part-time teachers is far from casy to arrange.
Most of them are alrcady committed to full-time cmployment and
enjoy little free time. In sparsely populatceh arcas they may face
awkward travel problcms Accordingly they must be given a powcrful
incentive to undergo training. This might take the form of an increase
in ‘teaching fees directly related to the number of hours spcnt in train-
mg Courses must be held at convenient times and in attractive condi-
tions; whenever possible, it is desirable to arrange courses in residence,
for the more scriously the prov1dcrs appear to regard tx‘ammg and the
more attractive the trammg cnvxronmcnt, the more part-time teachers
will want to undergo training.

_ A high proportion of adult tcachmg is done, by school-teachers.
Yet to professional adult educators it has long been apparent that,

- by and large, hcadmastcrs'and school-teachers are indifferent towards

adult education. The majority. never have anything to do with it.

The problem is regularly discussed-at major gatherings of adult edu- '

cators. It was raised at Elsinore and, as Hely noted:?

One of the interesting trends at the Montreal Confc;cncc was
the increased stress placed upon the need for greater- involvement
of schools and teachers in the work of adult education.

* Like so many other mtcmatxonal conferences, the Montreal Confer-

" ence recommended that there should be a compulsory adult educa-

tion component in all teacher training courses. The Tokyo Conference
reiterated the proposal: 2

Adult education should be treated as a subject in the syllabus
of teacher-training courses. Their-curricula s ould-include such
topics as the Esychology of the -adult learner, community prob-
lems and teaching methods and techniques.

In practice, very few teacher training curricula include an adul’t cduca-
tion component, though several countries have taken appropriate
action. Since 1969 the Ministry of Education in the United Republic
of Tanzania has required that adult education should be a compulsory
course in all teacher training colleges with a view to producing multi-
skilled teachers able to deal with adults and children alike in learning
situations. Since 1972 adult cducation is onc of the subjects to be
studied in teacher training colleges in Kenya. In Sweden, a bill relating
to the training of folk high school teachers, approved in 1969, stipulat-
ed that in the regular tecacher-training course more attention should be
paid to the different facets of adult education. Nigeria has declared:

1. Hely, op. cit., p. 107.
2. Final Report, op. cit., p. 35.
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“Training in adult education methods and techniques should be avail-
able at all levels, cspccmlly in teacher training colleges, secondary
schools and universities.’ Finally, Venezuela has stated that:?

. a general plan for the professional improvement of teaching
staﬂ' is under study. This plan calls for the organization of short <
training courses designed to inform teaching staff of the new
concept given to life-long education and the role which .it is-
called to play in adult education; the importance of ‘adult edu-
cation as an instrument for economic and social development;
socﬁ%loglcal basis of adult cducation.

1

There arc some other ¢éncouraging signs.? In the United States consid-
cration has been given to reducing the surplus of trained teachers by
encouraging some of them to transfer to the adult education sector,
having first undergone appropriate retraining. Austria envisages
granting school tgachers’leave of absence on full pay in order that they
may work for a time with adults: In a number of countries, including
the Philippines, joint appointments to school and adult education have
been made. It is also noteworthy that acceptance of the concept”of
lifelong education renders .it necessary to create a system of profes- *
sional training which, at every level of specialist instruction, is based: 3

. .. organically on day-tlmc schooling and ‘which more and more
removes froem-the school the narrow track of ,-prcpanng puplls
- for specific occupations.

Thc benefits of prowdmg an introduction to thc aims and functxons of
adult education in teacher training courses are substantial. It produces -
2 regular supply of young teachers, willing and’ competent to serve
adult education as part-time organizers and teachers and it encourages
the tendency within many schools to scek closer relations with the local
_community, not ]d¢ast by offering educational and social facilities to
adults whether they be parents or not. >
"+ Besides the training of part-time organizers and tcachers of
adults and the introduction of future teachers to the field of adult

1. Evidence to Tokyo-Conference.
2. Theattitude of school-teachers tawards adult education will obviously bcgm‘
to change if the pressure to forge closer links between schools and communities
, is sustained. At a recent international confererice organizéd by the World
Councnl of Teaching Professions, the follownhg recommendations were 'made:
“(5) Teacher Training. ‘Teacher training should be designed, inter alia, to
«develop in young teachers those human and social skills which will enable
them to participate in commumty life, to khow how to consult with the com-
munity, and to be able to interpret the community to students.
(2) Personal Preparation. Every teacher, before or dunng his professional
training, should have a personal experience of the work situation; this needs
to be an on-going practice during the course of his or her profcmonal life.— .
Report of Proceedings of WCO TP International Seminar: The Community as a Teacher -
of Teachers, p. 11-12, Washington, D.C., 1970. -
3. Evidence submitted to the Tokyo Conference by Hungary. .
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education, it is necessary to.consider other categories of specialists
whd perform key functions. These categories include mass media pro-
gramme producers and script writers, authors of reading texts for the
newly literate and of correspondence courses, educational technologists,
and authors of programme learning modules. There are also many

« people who perform the role of adult éducators without being explicitly, -
aware of the fact, for example shop-stewards and police officers. But
to provide training or even counselling facilities for those who serve
as adult educators incidentally to their main function is far from easy.
The answer may lie in associating some instruction about adult psy-
chology and téaching and counselling methods with professional in-

_service training courses. - . -

Apart from the expansion of short-term.courses there has also
been a striking increase in the number of occasional seminars, confer-
ences and workshops. The impetus here has come less from employ-

* ing bodies than from adult educators themselves, determined to keep
in touch with one another and to enhance their professional expertise.

\One ciicouraging development is that the content of -training

“courses and the instructional methods used have changed markedly
for the better. Initially, trainin&courscs tended to consist of desultory
discussions about aims, descriptions of the history and the organization
of the local or national system, a few commonsense observations about
the characteristics of the adult learner and practical hints about admin-

“istrative procedures. ‘The report prepared by Unesco for the Tokyo
Conference pointed out that:® | - ‘

. Lifelong education with its goal of adaptability to- change
stresses the need for a -very different type of teacher—and not
only where adult education is concerned. It is no longer a ques-
tion .of teaching or educating from the front of the class but of

helping to learn, of providing motivation, of stimulating ‘the
acquisition of knowledge and creativeness, of knowing how to
fade into the background at-the right moment, of encouraging

' self-directed learning, which is now perhaps more important °
than the specific knowledge they impart. Educators must be
prepared to understand the model to which their own behaviour
corresponds, and be willing to accept the existence of other
models. Adults no longer need masters and lecturers so much as
advisers and animateurs. Educators must know how to commu-

" nicate, with the learner, In a word, the abilities and qualities
necessary for all those engaged in adult education and hence the
’key points on which their training should concéntrate may be
summed up as follows: (a) a knowledge of those being taught
and of their environment; (b) competence in the elements which

make up the programme content; {c) an ability to utilize the. . -

most appropriatc methods, and (d) psycho-sociological training,
training in communication in particular. ’

i
1. Unesco, Adult Education. , ., op cit., p. 20~30.
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In several parts of the world, regional training centres for adult

educators have beeri established. For example, labour leaders from
all over America attend courses of between six to ten weeks’ duration

at the Centro Inter-Americano de Educacién Sindical in Cuernavaca, -

" A minor theme of the Tokyo Conference was the need to change
the relationship between the providers of adult education—organizers
and teachers—and the participants:? .

In adult education practice it was now widely accepted that
" the concepts of ‘student’ and ‘teacher’ were inadequate. Instead
of ‘teacher’ the word ‘guide’ .or ‘counsellor’ or ‘amimateur’ were
increasingly. being used; instead of ‘student’; ‘participant’. There
was an ideological reason for this change; in adu t' education

instructors and students were sceing themselves as associates, as,

educationists more and more came to appreciate that adults
were the principal agents of their own education and that they
had a wealth of experience and insights to contribute to the
learning process. '

The implications of moving towards a deriocratic relationship be-
tween staff and students are obviously profound both for the organiza-

tion of programmes and the training of personnel. These implications

will be considered in the next chapter.

g .o
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1. Final Report, op. cit., P 14.




»“Administrative policies

- areghey to be formulated and implemented? Until recently little

_ive adult education policy.

¥ 7 ' ' *
National planning strategies are cléarly: neccssary if adult education
is to become a key, rather than a marginal, social -service. But how

thought had becn given at national or local levels to the over-all aims
of adult education,! to the problem of resource allocation and to ways
and means of crecting long-tcrr?x administrative and institutional
structures. Yet indicative planning and central supervision of adult
edycation are ‘essential, especially if the thesis be accepted that an
effective government social and economic policy. presupposes an cﬁ"ect-

In' virtually every country in°the world adult education mstltu-
tions and programmes have evolved spbradlcally in response to ad
hoc needs, in isolation from the national educational system and with
little, if any, financial support from pubhc funds: The result is that
ho organized pattcm is usually visible, activitics are seldom co-ordinat-
cd cven at the community level, and nothing so methodical as a system
can be said to exist. Long—term planning is at a discount. In the
modern world, howevcr, the sheer range and complexity of adult
learning needs require that the existing piecemeal arrangemeénts be
rationalized. No'longer is it sufficient to rely upon a highly marginal
and under-financed service. This does not imply that adult education
must become 3, State monopoly but that the Statc should ensure, by

L]

1. This is, of course, not surprising when one considers that ‘. . . only very rarely
has a Ministry of Education defined its general cducational aims’, B. Schwartz,
‘A Prospective View of Permanent Education’, Permanent Education, p. 48, Stras.
bourg, 1970. f

| s
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one means or another, that the provisian is adequate.* The Tokyo
- Conference recommended;?*

‘o » . that within the context of hfc-long education, adult cducatxon .y
be ‘recogmscd as a_specific and indispensable component of -
education, and that legislative or other measures be taken which
support the ‘development of broadly bascd adult education
seryjces. .

* In most countries govcrnmcnts and pchrful pressure groups are .
bcgmmng to show unprecedented interest in the coptrol and adminis-
tratxon of adult cduqatxon. For example:? '

.- There is scarccly a member country of the Council of Europe
» ~* which is not now engaged to some degree in a major revision of

¢ its educational system, and evidence suggests that, generally .
speaking, a new factor in this thinking is the increasing belief
among politicians, educationists, administrators and responsible
members of the public, that the education of adults must be
¥ - cnvmagcd as more central to total educational provmon, and
“not merely as a minor-afterthought designed for special categories
of persdns such as those who have beent unfortunate or those who

maintain a dilettante interest in academic and cultural matters.
", And-again:$ .

From 1961 to 1971, the main characteristics of the cducatxon of
- a%ult.s were the lack of a specific policy and the dispersion of
cfiorts. . , .
. ' ' From 1971 on, the education of adults has become’a sepa-
+ rate system though not isolated, brmgmg new (pcnpcctwcs and
]} rmitting a genuine, completei mtegratrqn with al education.
he main peint of theé new policy of adult education rests in -
the elevation of the adult’s status and conscqucnt abandoning of
his former, merely static posmon.

[y

Since the Montreal Conference a number of governments have made
statutory arrangements both to raise the status of adult education and-
_ to co-ordinate’the activities of govcmmcntal and, where appropriate,
non-governmental agencies. Some countries havc established adult |
education<boards and others, for. cxample, Finland, have appointed
working parties, to investigate the whole field of provision and to make
recommendations for the expansion of cxlstmg facilities and dcvclop-
. . dment in new areas of endeavour.

In the great majority of countries, however, thc new mtcrcst in

» adult education has yet to yield slgmﬁcant concrete .,rcsults. The

1. Montreal C’ory'mrm, Final Report, op. cit., p. 22.
2. Final Report, op. cit., p. 39. !
" 8. Simpeon, op. cit., p. 25.
4. A. L. Corres, ‘Permangnt Education and Adult Eduauon in Brazil’ (unpu~

blished rcport B3
o 7 "‘ : ) ! v
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Jjudgement of a recent Unesco report on the reform of education sys-

tems as a whole is only too apt:? - ° ' ‘
There was, and there remains today:
... a great gap between words and decds—between’ policies
proclaimed by ministers attending conferences and the actions
taken in their countries; between the methodologies prepared by
theoreticians and their application in the actual planning process.

L]

"The vogue of the sixties for educational planning of the formal system
largely overlooked adult .education:? :

o Planning in this field of education is still very limited, for in
’f manycountries it is for the most part provided by private under- |

.7 takings, often of a commercial ¢character.
< [3

~_After an intensive and widespread investigation of non-formal educa-

,.'tian in developing countrjes, an ICED team concluded:3

Few nations have ;:tkl?lme\:lseﬁous effort to look at rural.non-
formal education ds a whole in relation to their pi actical develop-

* ment nceds. And fewer still shave attempted to harmonize the
scattered- effects of- various public and private bodies in non- -
formal ‘education. There is no one body responsible for main-
m an overview of all such activities, for projecting future
needs, or for encouraging collaboration among different pro-
gramme sponsors. '

It is almost as though governments are unaware of the impar
being"made by ghe multifarious agencies engaged in the provi
adult education and assess its needs in relation to the relatively smyll
investment in facilities and staff made by ministries of education.
If the ‘great gap’ between words and deeds is to be bridged,
is essential from the national standpoint to, consider public provisio
of adult education in relation to the general goals of social and econ:
mi¢ planning.4 If social and cconomic progress is not to be retarded
“both public and private invéstinént in capital goods have to be comple-
mented by a systematic investment in the knowledge and skills of, the .
adult population. This is not simply a question of improving job per-
formance, but of raising the general level of dpplied intelligence.
. To plead for the systematic planning-of adult education alongside
. ~other areas of social policy is warranted on grounds of social justice and
economic efficiency. There is, however, a more cautious and, some
would argue, more compelling case te put to governments, namely,
that in many countrics a relatively small injection of public financing

1. Unesco, Educational Planning: A.World Surogy of Problems and Prospects, p. 10,
Paris, Unesco, 1970, : i

2. Uneyo, Educational Planning. . ., op. cit., p. 39. N

3. "‘Coofnbs et al., Allacking Rural Poveryy. . ., op.cit., p. 20.

4. cf. W, Clement, Stratagies for the Strurtural Crganisation of Adult Education within
a Permanent Education Framawork, passim, Strasbourg, Council of Europe, 1973.
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would transform the scale and effectlveness ‘of the present provision -
on condition that all available resources were fully exploited. This .
would entail identifying all the . bits' and  pieces of* current adult

" educational programmies in order to determine whether or not they-
".might form the basis of a system. that can be articulated and’ sﬁpported
by governments as a going concern. A recent committee of inquiry
into adult education in England and Wales adopted this approach:®

It is not nccessary for us to prcparc a great new system with
vast outlay of public money: we have sought toshow the remark--
able potentlalmcs of an 1ntelhg¢nt cmployment of resources
already ‘in bemg ,

In other words, provided govemment will- v1cw adult educatlon as
" an ‘integral part: of the general. education service and invest more
- public funds than at present in its expansion, the potential resources
are already at,hand to produce a comprehensive and flexible system. -
~-That approach may be regarded as typical of British pragmatlsm do
‘not ask’for the moon because it is out of reach; rathcr, see héw we
can improve what we already have with the minimum of structural

' change and public expenditure, .

, Such a gradualist approach certalnly has some merit. It reassux’cs
‘governments that they are not being called upon to build a .system
without foundations or to find extraordmary sums of money or even

to divert furids from the formal sector., Ultimately, however, it is
_faint-hearted .and it-is not without" s1gmﬁcance that many, people
“within the. United Klngdom itself have. strongly criticized. the. report

- for beu,l\gtlmorous and unimaginative. Moreover, the recommendations
of the committee, modest though they are, have not yet been 1mplc- ‘-
mented, seemingly because the British government remams unconvinc-
ed that the education of adults is a h1gh pnonty, except in a narrow’
mdustrlal training perspéctive.

The 1nescapablc conclusion is that: govemments are ummpressed y

i€y pay more respect to proposals that will clearly cost a ,good deal

that a high rate of return will accrue from their investment.
This js why they are incre, ﬂsxngly lending their support to occupatlonal
training’ programmes What they-must further appreciate is that an
adylt population enjoying a higher level of general education will not
ity with more volumtary community action and thereby save on/
health’ and social welfare expenditure. '
To expand adult education services on the scale required w111
“then, cost meney. It does not follow, however that that money must-
come out of addlnonal revenue“’ The time 1s now clearly opportun’c ™

AdullEducalwn . ,op cxt,p 4, _ "7 !

*oply produce additional goods and services but provide the commu- /=
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by the argument that expansion will not cost much money. Ironically,, '
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“in a great number of countmcs for a rc-alloca.tlon sof cxpchlture

*

Aruitoxt provided by Eic:

w1thm the global educahonal budget. This is particularly true of -
. those developing coumtries which,” unencumbéred by -an elaborate
and historically entrenched cducatlonal system, can still select alter-

natives to providing the young with long years of compulsory schooling.
Instead they can opt for selective schemes of recurrent education and -
the widespread use of non-formal methods. This point is ‘made by -
-~ .the authors of a tecent report on the problem ‘of improving the pros-
‘pects of children and young peoplé living in the dcpmvcd rural areas .\
of developing countries.? They argue that:? \

-« t0E concepts gand models of adult gducltxon ongmatmg
_in Western nations—where adults are legally defined as those

~ who have reached their. majority. (usually at about-age 21) and -

where most of them have already had at least ten full years of

schoohng—ncc;d drastic redefinition to fit the needs and condi- -
- tions of developing countries. This, of course, is . happcmng,

though perhaps not fast cnough S

We may. also consider the followmg crt dc ceur anq the conclusmn' '
" drawn from it;? ;

When over half thc nation is 1lhtcratc and thc pcoplc clamour -
for education; when public expenditure on education is mount- -
ing, but the number of children who are deniéd the right to
education is increasing; when classroom techniques are auto- .
- cratic and-teachers are in short supply and inadequately trained;’
“when governments and private firms.demand recruits, but unem-
loyment is widespread. and is increasing; when a country is
poor, what paliciés should the national officials responsible for
the planning of educational cf vclopmcnt pursue? o

When a country faccs all those pr blems, W Scntcga Kajubi concludes’
that it is necessary.to reapprais th® central role of the school and to
‘increase the quantity and quality of educational facilities within the
limiis of the present resouices’. He further concludes that:4

-

1, Many recent rcports have drawn atternition to the relative freedom of action
., open to countries in the’ Thlgd World. For example: ‘Dcvclopmg countries
-ar¢é, however, clearly supcrlor to the older civilizations in Furopc and to all
highly industrialized nations in one respect: their educational structures, being

- .. more recent or in the process of being set up, and the men who operate them
being less:committed to traditional educational procedures, offer less resistance
to innovation, in the form of inertia, copservatism and school traditions, than
do those couritries which may be, hlstoncally, the creators of modern edcation

but which are now ouit of date. The terraig, is mcontcstably more open to . .

action in the developing countries.’—H. Janne, ‘New Trends in Adult Educa-
tion: Concepts and Recent Empmcal Achlcvcmcnts’ p. 30, Paris, Uncsco-
1972 (unpublished).

. Coombs, ¢t al., New Paths, . ., op. cit,, p. 19. . '

. W. Sentega Ka_;ubl, ‘Educationa} Prxcrltu: in Afnca Prospccb Vol. III,

- No. 1, Spring, I973: p- 77
. lbld
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g A much largcr share. of pubhc cdgcatlonal ipc:ndmg must bc s
~. directed towards adult and continuing non- ormal cducanon :
than has been - traditionally the case. ‘

A sumlar conclusion is reached by Ircnc Salas: -

Careful study of the situation might make it pOssxblc to: transfcr
some 50 per cent of what is taught in the traditional system to

' . . lifelong education courses, with a consequent saving in resources

in the traditional. system which could in part be used for thc
financing ‘of lifelong education.

Y

" Funds 3 4nformal education w111 mcwtably have to be drawn |
_ from the pubhc scctor. _ : .

) .8

In the moré efbvclopcd countncs, govcmmcnts can scarCcly be cxpcct- S

“ed to face the political nightmare of trying to reduce the period of -
compulsory .scljooling; at the end of a historical phase when all the
"""""" ig it, but thcy can “choose, ‘to: reduce the. amount
" of time spent in full-time cducatlon by those over school age and sub-
stitute schemes of recurrent edication which may ‘well be, more effec-

~ tive or at least as effective in pedagogical t tcrms as the present full-tnpc

Ne

—

2

4

system and will certainly lower.costs. ‘
It was pointed ouf above that so as to ensure that the cducatlonal

" nceds of adults are met, the State does not have to furhish an’adult .
education service under its own express control, It ean choose»to share

the.load by cstabhshmg a working partnership with non—govcrnmcn—
tal agcnmcs, as’in India and’the United ngdom, or to entrust
direct provxslon very largely to such agencies as in Sweden: The vital

dqsldcramm is that the State should establish suitable machinery for A

- ensuring that the provision is adequate and that neither ‘particular
-groups of people nor partlcular regional:areas aré victims of the kind
of discrimination referred to in prcccdmg chapters. Only-the State
*is in a position to take the over-all view, to determine normis of provi-
sion, to locatt gaps and see that thcy are filled, to encourage rescarch
and dcvclopmcnt and to exercise regulatory supervision. And only -

the State is in a position to ensure¢ that non-formal education and - -

independent learning are treated as part of the general provmon _,

Yet the true key to an adequate scale and quality of provmon
is not to be found at the national but at the local level, for.it is only
at the local level that micfo-plans can be drawn up for the effective
use of human and physical resources. It is accordingly necessary for
a State to follow the example of such countries as China and Sweden
where a duty is laid upon local govcmmcnt authorities to ensure a

1. Salas, op. cx(t/ P 74 -

"z, J. . Eedle ‘Fmancmg Educatson in Dcvclopmg Countnel Comparatwa -

Education, Vol. 7, No. 2, Novcmber 1971,.p. 68

.
-
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' Immmal level of prévlslon. On thc othcr hand only the ccntral '
government. can redress serious imbalances bctwécn localities by
allocating special subsidies to those ‘arcas with spcclal needs” but
. resources below the national norm. Several countncs are now' trying
"to effect an equitable balance between areas by stipulating that a -
~minimum number of staff and a minimum level of public expenditure
should be deployed for prescribed percentiles of the populatlon. In the
first instance this clearly prchcatcs that priority will be given to
raising the standards of provision within those areas falling" below .-
- the norm, :
So far we have been discussing thc need to-treat adult cducatloxi
. as a public service within the context of national ‘plans for economic
" . and social dcvclopmcnt.‘Wc now turn to ways and mcans of inaugurat-
ing and sustaining such a service.

. The first priority is for governments to enact laws and rcgulatmns,
as they have alrcady done for the formal system, specifying minimum -
standards of provision. * Expe‘hcncc has shown that mere exhortations
are worthless’ and that permissivé legislation, carries little weight with ..
‘ministries of education, autonomous or quasi-autonomous local
', government units; and employers. As yet, few countries—in Norway
adult education is legally regarded as a- complctcly mtcgratcd part of
~ the educational - systém—have enacted. legislation in- support of ‘a
prescribed minimum amount of provision and minimum scales of
, financial expenditure. Laws do exist, however, conferring the right
* to education upon certain categories of adults. For example, in the
‘U.SS. R., adults up to the age of 35 are. entitled to follow any course
*available in the formal system of education provided only that they
have the appropriate quahﬁcatlons for admission. Qther countries o
have passed legislation in support of specific programmes such . as .
literacy classes. Several countries have singled out women as being
entitled to equal right of access to certain forms of education. But the
largest amount of legislation relates to work release and paid leave.
Indeed, much of the social demand for adult education facilities has
been gcncratcd by the increasing importance attached to occupational
training, not only for school-leavers but fdr adults as well. Govern-
ments have come to pcrccwc that they must assume some responsibility
for occupaﬁonal training, if not directly, at least by applying legal
- sanctions upon employers o DESE sanctions include r.cqumng employers
to offer training opportunities and to rel¢ase employees from workr
in order to take advantagc of such opportumtlcs

. , . .

1. The 'phrasc ‘adult cducation’ occurs in very few national education acts. No
country has any thought of making adult education compulsory but it is to .
be noted that: (a) in certain countries it is socially difficult to escape from <]
educational activities engaged in at work or in communities as a collective ‘
experience; (b) in certain countries licence to continue practising a profession
depends upon attendance at prescribed retraining and updating courses. v

. !
o’
o
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The Internahonal Labour Orgamsatlon (ILO ) sees paxd educa-
tional leave:!

. as frecmg wagc earners and salaned employccs- for. various -
cducanonal purpgfes - during their normal working time; for .
specified penoc'is and without loss of income, granted under
statutory provisions, collectlve agreements or other types of
arrangemernts. - : . .

Appropriate laws exist in Belgium, Canada Czechoslovakla, Denmark,
France, Federal Repubhc of Germany, Hungary, Poland, Komania,

-U.S.S.R. and Yugoslavia. The Federal Republic of ch;mény is pre-
- ..pared under the terms of the'Fqieral Law to Promote Employment o

to offer extensive compensation for expenses-and loss of pay or income.
Famlly maintenance is also to be ensured durmg this period. Compen-

* sation amounted to a mere DM.4.:6 million in,fg62 but had risen to

DM.572.3 by 1970. The total -expénditure on compensation for 1971 -
reached the high ‘order of] approximatcly  DM.1,000" million, In
France, a Law on Occupatlonal Training was enacted in 1971. In
the year following its enactment, 85 per®cent of the employers in .
question applied the law;.850,000 employees benefited from a pcnod
of training averaging 6o hours; the total expenditure represented.
- 18 per cent of the national education budget. The complete text of -
_ the law was published in the Journal Officicl de la République Frangaise;
W17 July. 1971. Uniquely, in France the legislation relating to pald .
*leave recognizes the individual’s right to undertake full-time training -
for his own benefit rather than that of his employer. In some countries
where governments merely recommend employers to permit. work ,
" release if is significant that the practice is not widespread..

‘Whether relevant legislation “exists or not, virtually all govcrn-
ments acknowledge some degree of rcspon51b111ty for seeing that at
least some non-vocational and vocational adult educational services
are available. The extent of supervision varies enormously, however,
as does the admjnistrative, pattern.

Anissue of fundamental importance is the nature of the relation-
ship between adult education and the formal education system.?.
As J. A. Simpson has. pointed out:3

It must be remembered, too, that the structures of national,
governmental and administrative orgamzatlon nowhere cor-
respond with the broad concept of ‘post school education’.

. ILO, Paid Educalianal Leave p. 4, Geneva, ILO, 1971,

. Strangely, it is claimed in a recent report that: ‘Nonctheless we may note here
that there now exists a concept of the independent deuelapmmt of adult educatiqn,
whereas hitherto it was associated with school education, in the sense that lt
was usually conceived of as a prolongation of school’—]Jarfne, op. cit., p. 4.
Tt would be interesting to know on what ‘empirical’ evidence that Judgcmcnt
is based.

3. Simpson, op. cit., p. 14. ' -

-l




- TP Admmutranwpoluus
' ‘ 161 '

There is_no single ministry chargcd with its” supcmsxon and
finance. It is a new concept which covers education coming-at-
- ‘present within the purview of several government departments or
- several dlﬂ'crent branchcs within® one department.- - -

, Thc de facta rclatlonshlp between adult edncation and the formai
system is normally tenious. In most counuircs thcrc is no statutory
- relationship whatsoever although, under a strictly. adult” cducatron ,
‘rubric; adults may well be followmg courses that duplicate. the: curri-
. cula of the formal institution. Adults ¢an also sometimes obtain quahﬁ- :
". ‘cations under adult education progranimes that carry the same
weight'as - academic certificates and diplomas in the cyes of employers.
“But the " notion of-Tifelong sducation demands more than that
adult education should function as a mere alternativé to the normal
academiic foute. It implics that thé two sectors interpenetrate and
reinforce each other and that there is a vital interchange between
) adult educators and other cducators It is this dynamic mtcractmn ‘
‘ ‘that is a’potential goal rathér than a prcscnt reality. .
~Adplt” educators Somnionly ‘suppoge ‘that although "their field is
probably’ niaking some impact on the compulsory secor; it is not itself -
being reciprocally affected by the formal sector.. Such “evidence as
there js suggests, to-the contrary, that formal structurcs and teachers
- are impervious to the influence of adult cducatxon but in. many
countries impose their own values and methods | upon adult education
in so far as they come in contact with it. In some Latin. American
* ° countrics, for example, the parallelism between- the regular secondary
- schools and adult ‘secondary-level” programmes is absolute; the former
quite simply dorrunatc the lattcr aand re315t all attcmpt.s at a counter-
influence.
For all practxcal purposl-:s absolyte separatxon of adult education
programmes from the formal education system can usually be ruled
out since it is a very rich country indeed which can afford not to use -
existing school buildings and equipment and not to employ at least
‘some regular teachers. BCyond that constraint, countries hold conflict-
ing views of what integration entails. For some it implies offering
adults exactly the same currxculum, tayght by the same mcthods, as
is found in the schools or universitics. Others interpret it as implying
practical measures to implement a scheme of lifelong or recurrent
* education. Currently, four approaches can be discerned: {a) to regard :
all adult education services as quite distinct from the general educa- °
‘tional service; (b) to distinguish between formal education program-
mes for adults which are incorporated in the general service, and out-
of-school education programmes which are administered separately,
(c) to cmbody a comprchcnswc adult education service within the
general service but in practice to finance and administer it separately;
(d) effectively t& integrate the adult education sector with the formal
+ sector. Thcrc is someéthing to be said for- cach approach A number

El




Ed

% . -
" The education of adults:~a world perspective
162 P

Y - 41 v..—"' U SR Yy \u e S . P
.+ of countriés see distinct advantages in‘keeping adult education apart

from the general service, often to the extent of placing.it under the

control of a ministry other than a ministry of education. The logic of

such a separation is that the needs of adults and the young are different

“and so they should be catered for by different administrative arrange-
-~ ments. The needs are certainly different when the overriding aim of
, adult educationis scen to'be community deyelopment or, mare speci-
~ fically, rural dévelopment. Then it is not unreasonable to give respon-
.sibility to a ministry of community development or agriculture.

Similarly, if the top priority is manpower trairing, the ministry of
“ labour would seem the appropriate overlord. But:to hand gver respon-’

sibility for adult education to.a ministry not primarily’ concerned

* with pursuing general educational goals is to run the risk of condemn-

ing itin'perpetuity to a narrow function. At best, therefore, to delegate

- responsibility to a ministry whosé principal interests lie outside educa-

tion should be regarded as a short-term expedient.1” ™ '
- Among adult educators there is a widely held view that ministries

of education, as well as administrators and teachers employed by the -

foral system, are either hostile or indifferent to adult education.

‘Having themselves “emeérged with " academic ‘distinction” from ‘the ™

formal system, ministry officials view adult education as beneath
their concern or, at best, as a low-level, salvage operation for the
illiterate. They approve of its aims in proportion as, thos¢ aims cor-

- respond with -those of the formal 'systtm. They have little sympathy:

for such propositions as education for rural development. By contrast,
it is sometimes claimed that officials and politicians concerned with
economic development or social administration are quickly receptive
to the social and economic aims of adult education. The implicativn-
is that the latter really carc about the general well-being of society
and are experimentally minded whereas the former are narrow-
minded, élitist and conservative. .No doubt this is a caricature, but

i the hard fact rcmains that the contrast is consistently drawn by adult

educators from.a variety of cultures who belicve that there is accord-
ingly a sound operational reason for resisting control by a ministry
of education. The caricature must thérefore be taken seriously. What
is certain is that nearly all ministries of education seem to have dif-

1. It may no longer be fanciful to propose that an independent ministry of adult
education, or at least adult and higher cducation, be established. When out
of office the Labour' Party in the United Kingdom recently appointed a work-
ing party on higher education which recommended: ‘In future, all educational
proyision for students aged 18 plus should be termed Adult Education. All
past-time and full-time education of young people up to the end of the acade-
mic year in which they are 18 should also be included in a*singlesector of
eduuation. . . . This scclor might be termed Tertiary Education,’—~The
Labour Party, Higher and Further Education: Report of a Labour Party Stidy Group,
P. 37, London, 1973.

v/ '
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ﬁculty in escaping from their préoccupatxon with the formal system.?

- A second. approach to the problem of integration is to distinguish -

opcratlonally between academic and non-academic education, allocat-
‘ing the first to-a'ministry of education and the second to a separate
ministry, for example, a ministry of commumty development or to

public boards or- non-governmental agencies. The drawback to this .
administrative device is that it fragments the service and tends to lead -
“in the public eye to the down-gradmg of the'ion-forma] programmes.™
A potential advantage is that the non—formal side may havc greater

freedom to cxpcnmcnt

A third approach is for the mlmstry of education to assume formal
“control of adult education but in effect to-administer it as a separate
~ entity. In other -words, to treat integration as merely nominal. Not

much harm is taused by this expedient when reasonable resources

-are made available but all too often they are not. Furthermore, the

possibility is removed "of relating adult education to' the rest of the
educational system within a co-ordinated framework.

¢

Czechoslovakia, firmly resolves to accept the administrative implica-
tions of lifelong education. There are then calculated attempts even
to go so far as to shift resources from the prc-adult to the adult sector
and to establish multi-purpose educational institutions like thé. com-
munity school. Both the school system and the adult education system
are also modified in the light of their impact on each other. For

~example; the curriculum of the secondary school is broadened and

the young student is given more options to choose from and more
freedom to study independently. These three developments bring
secondary-level education much closer to the learning habits of adults.

To sum. up: the advantagcs of separating adult education from
the general education service, cither explicitly or de facto, are that it
emphasizes the distinctiveness of adult education, helps to ensure that
adult education i$ not despised as the pariah of the educational system
and reduces the risk that a ministry of education will constrain it in
a conventional strmt-Jackct. The disadvantages of separation are
that if adult education is everyone’s business it is cffectively no-one’s

business; it leads to unnecessary expenditure and to further dispersion -

of scarce resources; it makes the recruitment of competent full-time
staff even more difficult than it is at present because nearly all educa-
tors feel that their careers are insecure when they have to step outside
the formal education system.? Above all, it mlhtatcs against the adap-

1. An additional argument agamst aulgnmg formal responsibility for adult
cducation to a ministry of cducation is that other government departments
may consider themselves absolved from playmg a rolé on their own account.

Ca, Sccp 133-4 _ ‘ -
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: The fourth approach is for governments genuinely to treat adult.
. education as an integral component of a unified educational system.
‘This usiially happens nowadays whei a govérnrment, as ity Swedenor
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‘tion of 2 lifclong,,/éducational model; one of the dominant themes of

Learning to Be iy that‘the division between school and out-ofschool
country but thie last point would seem ‘to cli
favour of integration. ! o L

As to methods of integration, the. most common i3 to create a

- education must be abolished, Circumstances dTi/Ter from country to

ch the agreement in

~ division of adult education within the ministry of education, The

Philippines took this step as long ago as 1947 and there is now a
perceptible trend for other countries to do the same. In Norway, the
Department of Adult’ Edycation enjoys precisely the same status as
other departments. . - S
‘Another-striking trend is to create Statutory national boards,

~ charged with the dual function of providing a’ nation-wide service

and co-ordinating the activities of the multifarioys agencies engaged

in the field. The Singapore Adult Education Board was cestablished ..

.in 1960 but has not attracted the attention that it deserves. Much .

greater ‘international interest has since been aroused by the Kenya

Board of Adult Education, set up in 1966, because of the breadth of

its functions and the potential lessons it can ‘provide for other African
countrics. Burma has established an unusually comprehensive co-
ordinating machinery: 1 _ . . .
A Central Literacy Supervisory and (gg-ordinating Committee
has been formed under the Mim'stry of Education. It includes
the Education Ministry, Information Ministry, the Central
"Security and Administrative Committee, the Burma Socialist
Programme Party, the Central People’s Workers’ and Peasants’
Coluncils, Village and Land Committces, and education offi-
cials. , : ' :
This committee is duplicated at the dstrict, township and
village levels to ensure active co-ordination and co-operation
between the multitude of governmental and non-g

community résources.

In the West European tradition. of adult education, which .has Nad

A . / .
a world-wide influence, there used to be a strong belief that adult
education was essentially a private, voluntary activity best left to the
care of private or non-governmental agencies. At the Elsinore Confer-
ence in 1949, many delegates argued -vigorously in favour of the
voluntary principle. The same argument was raised at the Montreal
Conference but this time

N e

1. The first clause of a draft law for adult education in Greece reads: ‘Adult
Education is a constituent part of the educational system, the aim of which
is to encourage the lifelong development of every citizen, both as an’individual
and as a member of society.’ ' ‘

2. Evidence submitted for the Tokyo Conference.
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con m:olnynmeml')éi's expressed doubts.as to the complete validity
. - » -of the thesis in terms ‘of the conditions operating in an age of
. rapidly accelerating scientific and technological change!

And Hely ‘commented on the debate:?

... adult education was pionecered by indjviduals, and by the

* voluntary movements and organisations they founded or inspired.
"Much was achieved, and much is still being achieved, by the
voluntary co-operation of adults and the efforts and activities of
the organizations they serve. Yet with the growing demand for-
adult. education, with”increasing pressuré -on governments to
finance adult education facilities, there is a tendency both for
statutory bodies or government podies to undertake many of
the functions performed previously by voluntary organisations
and for the amateur to give way to the professional.

- In _’;hc?"'&nd the Aclegatcs at Montreal agreedona compromise formula: 2
&, that in reqrganizing to meet the adult education needs of } :

today, the real value of voluntary organizations and the’contri-
bution they can make should not be ignored. o

By 1974 belief in the central role of voluntary organizations had not
been abandoned in many Western European countries* but it had
undoubtedly been weakened. In his recent comparative survey pre-
pared for the.Council of Europe, J. A. Simpson put forward* catholic
definition of adult education but capped it by adding ‘which is pro-
vided or supported or approved by public authorities’.® The inference is
that adult education must carry the imprimatur of the State. Perhaps
Simpson is assuming that countries belonging to the Council of Europe -
can always be counted upon to be marvellously enlightened. But
such a statement would not have been made even ten years ago. -
Most governments, in or out of Western Europ¢, certainly do not
subscribe to the view that adult education should be primarily a
voluntary activity. They recognize that, since adults have learning
needs too relevant to State policy and too.costly and various for pri-
vate agencies or commercial undertakings to satisfy, adult education
" must be a public service drawing upon public funds. A few govern- N
ments, morcover, ‘take the ideological stance that adult education
must be its own exclusive preserve so that,national rather than sectional
_ priorities can be determined and resources equitably distributed.
’ -Nevertheless, a number of governments still attach’undiminished
esteem to the work of voluntary organizations. The Committee of
Enquiry into Adult Education in England and Walés came down
strangely in favour of an ‘untidy pluralism’ 4 and many governments

Hely, op. cit., p. 103.

Final Report, op. cit., p. 21.

Final Report, op. cit., p. 12. ' o
cf. Jones, op. cit., p. 5.
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. realize that non-governmental institutions are less likely to become
static than public institutions. The Scandinavian' countries give non-
' governmental agencies financial support and refrain from interference
with the aims, content and methods of their programmes. The Swedish
,-government is prepared to meet up to 75 per ceht-of tecachers’ dind
group leaders] fees and to-supply learniing resources. The -Indian
government subsidizes the activitics of a host of agencies, /as does
- Austria, which recently greatly increased its financial subventions.

. important contribution to make but insist upon co-ordinating -their

co-ordinating council. : : ; §
Whether to support or not support non-governmental agencies
is a decision that governments have to, take in the light of tradition
. and the scope of available resources. When resources are scarce it may

concentrate upoh providing an efficient, if limited service, rather than
spread subsidies thinly over a number of agengies. Given reasonable
resources, however, the only circumstances in which support for non-
governmental agencics would seem to be unjustified are when govern-,
.ments abdicate from their own responsibility to provide services or
when there is calculated discrimination against particular agencies
or when there is wasteful duplication. What is certain is that when

the result is disastrous for adult education. - » oo
In practice, ‘the adult education service in a given,community

large unfilled gaps on the other. This is true, for example, of non-
formal programmes in developing countries:®

the diversity of sponsors' and the natural inclinations of cach
sponsor to concentrate on its own articular speciality or enthu-
siasm, to run its own show free of interference or obligation to
others. '

In some communities adult educators and other professional workers
pursuing interlocking aims are like bees buzzing around a honey-pot,
whereas other communities are starved ‘of professional help of any
kind. The solution i$ to guarantee planning, control and co-ordination
at both the national and local levels. Measures to bring about more
effective co-ordination are undoubtedly now on the increase, inspired
sometimes by government, sometimes by non-governmental agencics
and somctimes by professional adult educators, especially thos

operating at the local community level. :

1. IGED, op. cit., p. 22,

~2

B3

Other governments admit that non-govetnmental agencies have an

be better that the public authorities on their own account should

Viewed in the large, non-formal education in all of the countries’
cxamined presents a picture of extreme fragmentation, reflecting.

governments abdicate responsibility for the co-ordination of activities

will frequently reveal duplicated programmes on thé one hand and .

activities. For this very purpesc, Peru has established a permanent -

N
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e At’*thp natlonal\lcvcl co-ordmatxon between mlmstrxcf 13 abso-
}utcly esséntial, Yet in most countries conflicts of interest between
ministries and overlapping provision of programmes,are not at all
_ uncommon. Competition for scanty resourc¥s between community
vdavclopment and adult education services is particularly noticeable
in developing countries. The main reason why such” wasteful conflict
has’recently become more acute is that adult education programmes
have rapidly mushroomed under the dircction of many ministries
other than education, notably the portfolios dealing with agriculture,
labour, health and $bcial welfare.® The problem is compounded by

the fact that these new programmes are seldom identified with adult _

education as such. .

There are two ways of cnsuring’ mtcr-mlmstcnal eo-ord,matxon. -

One is to place ultimate control of all adult education programmes in

one ministry and to require the minister to devise suitable co-ordinat-.

ing machinery. Another method is to charge a public hoard-with the
task. In practlcc, this second alternative appears also to serve the
purpose, in Kenya and Nigeria, for -examiple, of ensuring collabora-

"tion not-only between ministries but also between ministries and
external bodies, for what the boards do is to bring together represen-
tatives both of the key ministries and of such l¢éading non-govcmmcntal
agencies as the universities and trade unions. - s

In the socialist countries of Eastern Europe thc govcmmcnt as

a rule controls and co-ordinates all adult educational activities at all
levels, For this purpose, Romania has set up a Council of Culture
and Socialist Education. The National Council for Co-ordinating
Activities in Peru performs a similar function. Thailand established
in 1966 ‘a National Committec of Adylt Education, chaired by the
Minister of Education and compnsmg, among other mcmbcrs, under-
sccrctancs from interested ministries.

.In a few other countrics, the specific problcm of inter-ministerial
co-opcratlon is not tackled directly but the government has set up a
national co-ordinating council. In 1966, Nigeria established a Natlonal
Council for Adult Education which, exceptionally, is a non-govc;rn-
mental body despite the: fact that, together with represcntatlvcs of

1. The cvidence submitted to Uncsco in preparation for the Tokyo Conference
‘showed that miscellancous ministries and departmenty provide adult educa-
tion for specific. purposes, namcly. education and fine arts; science and re-
search; culture and recreation; health; youth and sports; agriculturc and
forcstry, lang and fisheries; commerce, trade and industry; labour and
social welfaréy community development and welfare; information; posts,
communications and tclecommunications; planning, dcvclopmcnt and recons-
truction; housing and urban dcvclopmcnt' officc of ecconomic expansion;
department . of manpower and immigration; office of aboriginal affairs;
finance; defence andarmed forces; interior—home aﬂ'alrs, pubhc afTairs;
forqign affairs; rchglon, Jjustice; police; co-opcratlvc extension service; national
correction agencies; national parks service.
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the universities, voluntary organizations and the _press, it contains
_ representatives of the twelve federal states. In the United Republic ©
of Tanzania there is a National Adult Education Council. The Nor-
_ wegian State’ Adult Education Council initiates and co-ordinates
Adult education activities throughout the country, '
Certain aspects of adult education, especially agricultural exten-
sion arid occupational training, are frequently-regulated by a national
advisory body. Thus, in France, the Prime Minister himself presides
over the National Council for Professional Training, Social Develop-
‘ment and Employment. It must be stated, however, that most coun-
tries have not set-up statutory bodies cither to prevent inter-ministerial
strife or to ensure, if not a systematized approach to adult education,
at least the avoidance of .destructive' competition between agencies
and the waste of resources. Even in the utilitarian field of occupational
“training there may be confusion:! o o
Training facilities for adults are provided by a great variety of
. . public and private bodies, and, the ficld is so complex that
problems of co-ordination are well-nigh insuperable and militate
against any attempt at planning. . i .
Brief thoygh their existence has been, statutory adult education boards,
comprising governmental and non-governmental representatives,
have already proved their worth and seem to be an ideal instrument
for exercising control and co-ordination#Yet in the last resort, it is
futile to search for an ideal model since every country has its own
traditional methods of consultation. and faces unique demands and
problems. The grip of tradition is most tenacious in thosc countries
~ where adult education’is seen primarily as an activity which ought
to be stimulated by voluntary-rather than governmental initiative.
. In such countries, national associations have evolved independently of
governmental influence or even concern, though in the course of time
many of them have decided to squecze as much financial support-
from the State as they can contrive without comprotnising their.
.autonomy. The trend to form national associations has accelerated
since about 1960 and there is abundant evidence that the few associa-
tions with a longlincage have broadened and diversified their functions.*

1. Uneswo, Educational Planning. . ., op. cit., p. 38,

2. The list of national associations now includes the Austrian Conference of
Adult Education, the Adult Education Association of the United States, the
Canadian Association for Adult Education, I,'Institut Canadien d’Education
des Adultes, the National Institute of Adult'Education in England and Wales,
the Finnish Assotiation of Adult Education Associations, the Scottish Institute
‘of Adult Education, the Australian Adult Education Association and the New
Zcaland Adult Education Association. Sweden contains no fewer than twelve
adult education associations, which recently federated into a national Popular
Association. In the Netherlands there is the Dutch Centre of Adult Education.
National associations also exist in Belgium; Denmark, Finland and Israel, In -~
Yugostavia there is an’association for adult education in cach of the republics.
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Naturally, there are varidfions in the precise roles played by these
national assbciations but all share certain functions in common with
* one another which, incidentally, also chargcterize the statutory adult
education boards. These inc¢lude providing a forum for national
- debate on current issues and policies, collecting and disseminating
information, carrying out research, initiating €xperimental projects = -
directly or ihdirectly, and maintaining a library snd documentatjon
centre, Above all, the associations proclaim adult educationservices *
as an invaluable national assct and attempt to exert pressure for -
greater assistance upon governments, politicians, employers and, not
least, upon the formal education system. Theirgticcess in this endea-
vour appears to have been relatively limited up to the present time.
Other lobbies, including educational ones, are better organized and
* more incisive. : R :
“ .. There is clearly a case for governmerts to prescrve national
-associations wherever they exist and not to supplant them by com- |
"mittecs or boards under governmental control, fot the latter.may too
casily be transformed into mere'instruments of government policy, .
which in turn may be geared exclusively to labour market constdera- .
tidns or atleast to restricted educatiqpal goals. By contrast, indepen- -
_dent associations are free to.indicate what the government itself anght
to’ be doing. Certainly; there is scarcely room for both a national
independent association arid a national government board. The best
arrangement would seem to be one which, as’in Nigeria, permits a
statutory board, comprising both governmental and non-govern-
mental representatives and publicly, financed, to enjoy autonomy. The
 risk has to be faced that the government piper may wish to call thé tune.
» The local organization of adult education is absolutcly essential.
The duly elected authority must both provide-adult education directly : ;
and assist other agencices to do so. Yet co-ordination at the local level, «
where the great majority of programmes are actually designed and ’
carried out, is often less casy to procure than at the nationaj level, The
more a country devolves.eontrel of adult education upon local govern-
ment authorities, the more predictable it is that in some arcas confu-
- sion will reign. The necessary conclusion is that a national scheme of
co-ordination has to be backed up by local schemes of co-ordination,
enforceable by law. Indeed, the composition of the national board or
committee has to be broadly reflected in the compesition of local
boards or committees. Sweden is aware of this need and in many
localities has established adult education councils consisting of repre- .
sentatives of the local education authority, cducational associations;
, libraries, trade union organizations and folk high schools. The United
. Republic of Tanzania has set up district committees. Canada has many
« local advisory councils. - - ‘
- The question is: who is to be responsible for ensuring local co-~
operation? Except in those countrics where the custom of voluntary
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asg ation is deeply entrenched, it is reahstlc to accord respons1b111ty |
“to cal government. As at the national level, it is.not necessary

ocal gévernment authority should dJrectly control but rather -
..+ - ‘that i€’ should guarantee that,consultation takes place by ene means or-

o - another and, where appropriate, supplerﬂ’ent national subsidies to "

: -both pubhc and private institutions. A committee of inquiry into adult = - ‘

|

zeducation in England dhd Wales, in 1973, recommended that every . .’
- area should have a Jocal development council for adult éducation: 1, A

We have.in mind an ad hoc council wi dely repreSentatlve of those .

: ‘whohave an intgpest iln adult education as providers orusersand . -

. * students. eprese,,ntatnves might be drawn from the major provid- - -
-ing- I§oches, ‘the.gducational and quasis®lucational institations,
) assoc1at10ns of * tutors and teachers, 1ndustry, voluntary, social -
R and community organisations, associations for the disaflvantaged, '

' AT _’local radio, local- societies, students’ counc1ls of ‘adult .education
- .. institutions and‘similar bodies. The major functions would be:

%% . to facilitate discussion and consultation between'all those inter-

& ested in adult education so as to reyiew and influence the
). planning of adult education ‘in ‘the area; to ensure that neéds -
, " are met and that full’ adv'intage is. taken of the cultural and
= . “educational’ resources of.'the .area; *to indicate directions in -
~ which provision is_ 1nad qup.te and to sponsor or suggest exper-

‘{«,__A '1ments T u‘ . o

What should be the size of a local co-ordJnatlng commlttce The .
. United - Kingdom commlttee is in, favour of a really large body for
two reasons 2

... as a means of 1nvolv1 thc wide ° range of contnbutlng
o interests in the planning of tﬁe service, and as a physical mani- = -
- festation to- all .concerned of the extent.to which the service .
+ permeates, the whole life of ‘the commumty :

he reasons are valid but large bodies' have a habit of becomlng :

' &{orphous and lacking bite, not to speak of falhng under the control . = -

a self-perpetuating ollgarchy Thus, although it. may be necessary L

. “to'create a large body for the sake-of 1 1mage-5ulld1ng, in order to ensure - £
contmulty and positive action it is necessary to"appoint a small execu- <~

, tive body, the members of which - are penodlcally required to standp

down 0 A

Before 1eav1ng the subject of co-ordination, three caveats are called R

for. The first is that co-ordinating mechamsms can be used net only "
to cut out duplication and waste but to maintain the status quo. Now
sthe object of o-ordination is as much to ensure that unfulfilled needs

are met as to preserve the established order. It would be a. pity if
1mproved co-ordination were to result in stagnation. The Second caveat

jdult Education. . .,/ op. cit., p. 57-8. ot ’ o "
2.. Adult Education... ., op. cit., p. 58. : : .
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likely to be ineffective unless they control funds-and wield some exec-

_‘tflat co-ordination is easy to-arrange, The ‘evidence shows that this
"is not so. So many interests and personalitiés are. normally involved -
"even at the village level that acceptance of a common purpose or a .

" Yet without a permanent and conscientious effort to obtain co-ordina- |
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is that local committees must be- compnsed of activists and not repre-
sentatives who are appomted or elected for purely poht1cal or hononﬁc
. purposes. Dr J. C. Mathur is adahlant on this point:®

Co-ordination has. to be attempted through some well-known .
devices such as co-ordination committees or action groups or
~ ‘task forees which should be different from the large bodies of
e the unwﬂlmg and uninvolved as many co-ordination committees
" are. People who are actually responsible for various aspects. of
the programme 'should be members, and they should be there °
not as advisers, but be émswerable for different elements of the
programme. “At every level there - may have to be a co-ordmator.

The third and most lmportant caveat is that co-ordmatmg bodies- are'

utive power. < ,
In the foregomg paragraphs the 1mpress10n may ‘have been ; glven

mere gentleman’s agreement to differ are difficult to achieve, National

" histories, of adult education contain numerous: exampfes of rival
' - organizations warnng over scarce resources from posm

- of grave
weakness, Nor is ¢o-ordination a pnze that can be won once for all.

tion, adult education ‘will continue to present a fragmentary appear-
ance and suffer in public esteem accordmgly




The problem of financing

- In most countries however the purse-strings were ke t tightly ,
o  drawn and adult education got the crumbs from sclgool edu- o
~ cation’s well laden table. . . jt was noted that those who were
nationally responsible, politicians . and- administrators alike,
. . - 'were simply. not alive to the objectives of adult education, and .
* ' that ‘expenditures for adult education were consxdered to be
' optional expenditures.?

If government control and co-ordination of adult education, directly
or by delegation, isa crucial prerequisite for expansion, no less so is an
(" adequate level of governmental expénditure. Some adult educators
are cynical about the hypocrisy of politicians who wax lyrical over
the social and economic value of adult education but steadfastly fail
to commit substantial public funds to its developmient on a permanent
basis. Whereas the schools and universities are always sure of recelvmg .
a large slice of the national income, the aduilt education services receive
o small and often derisory grants?® and afe the first to feel the draught of
rettenchriient. Wherever they may be gathered togethcr, professional .
adult educators are wont to complain that their programmes are the
last to 'be financed and the firét to be cut in times of economic strin-
gency. The inadequacy and instability of revenue have led delegates
at a number of recent national and regional conferences to urge that
, a fixed percentage of aggregate educational budgets should automa-
“tically be set aside for adult educatibn. When ministers haye the time
and a motxve to listen to the pleading of adult educators, they percelver
/

1. Final Report, op. cit., p. 26. o ’
2. Unesco conducted a survey for the period 1968/69 whxch revealed that nineteen -
out of thirty-nine respondent countries spent less than 1 per cent of their total
. cducatxonal expenditure on adult education; ten spent from'1 to 2 pcr cent;
.. six spent 2 to 3 per cent; four spent moré than 3 per cent. /
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.. that there is a good case. Thus, at the 1964 meeting in Addis Ababa
of African ministers of education it was agreed that 4 per cent of educa-
tional budgets shodld henceforth be earmarked for adult education.?
Nowhere has that resolution been enforced. The difficultyis, of course, -
that adult education is trapped in a vicious circle, as W. V! Bell has

- shrewdly pointed out:* ’

-

" 'An adequate adult education programme requires adequate
- Ainancial support; achieving adequate financial support depends
" upon the education of adilts. This cyglic dilemma js basic and
commen to leaders of adult education in all areas—tax-supported
institutions, Erivatc agencies, and co-ordinative organizations.
How can public recognition of the value of addlt education be-

* .developed within "the respective constituencies. sufficiently to
cvoke responsible action? The financial and the educational
clements of this question are inextricably linked. Each exerts a
controlling influence on the other.

7

The shortage of money for adult education is often-aggravated by the -
fact that it is inequitably distributed in terms of actual needs. Many
allocations from public funds are made to agencies with existing pro-‘
grammes or to agencies which submit bids for the financing of newly

minted programmes. Now, as indicated in Chapter 2, such agencies—.-

are usdally concentrated in particular geographical areas and cater
largely for privileged social groups. In order to ensure that funds are
disbursed to geographical areas and social groups in grcategﬁf.,, ed,
. it'is evident that special machinery should be set up for determiifhg
priorities and allocating reS6urc#:.This could entail giving no money.
agencies prepared to arrange the kind of programmes d'cch‘ed‘"ﬁ%;
cially necessary. N ' : .
The one branch of adult education which has fared at all well
is that of occupational training, upon which in some countries govern-
ments and .commercial undertakings alike often expend vast sums of
money. In such estimates of national expenditure on adult education
as have been made, the point has been reiterated that expenditure
on this particular form is many times greater than that on all other
forms combined. Such expenditure includes not only direct training
costs but paymtent of salaries during leave of absence from work, tra-
velling expenses and bonuses for professional upgrading of skills.
Despite the lamentations of adult educators, the financing of
“adult education is a strangely neglected subject of study and research.
In Hely’s otherwise comprehensive survey of issues and trends it went

a

1. In-a statement prepared for the Tokyo Conference, the United Republic of
Tanzania declared that ‘all governments should earmark at least 5% to
20% of their total annual education budget for adult education’.

2. W.V. Bell, ‘Finance, Legislation, and Public Policy for Adult Education’, in
Knowles (ed.), op. cit., p. 138. :
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v'xrtually unmcntxoncd ! The report of a mcetmg orgamzcd by the
. Council of Europe in 1968 noted:?2
Naturally, we must first of all try to find out how adult cducatlon

is financed nowadays, because no such study has yet been-made,
-nor is it an easy matter. o

= To obtain reliable figures for adult education cxpcnditurc is indeed

“exceedingly- difficult even in hlghly industrialized countries.? Much
- expenditure in both public and private sectors is hidden under avariety
“of budgetary headings. Moreover, few attempts have been made to
estimate the monetary value of such non-teachmg charges as frce‘
accommodation. For the purposes of international i inquiries, countnes
submit statistics that are not susceptible to comparison. .

An adult edication service commensurate with the scale of latcnt
socxal demand ca&bc provided only when the State is prepared to
‘make frequent grants for capital expenditure.gnd annual grants for
recurrent expendlturc The question remains open, however, whether
the State should be a direct prov1dcr or contract out all or part of the
work to non-governmental agencies. As with control and co-ordination,
the choice ultimately depends upon national custom. The trend tointe-
grate all forms of education'within a lifelong education framework would

. seem to suggest, hogm:ver that public provmon is bound to increase.

Adult educatién agencies obtain their income from one or more

- of four sources: national and lacal taxation; private expenditure;

part1c1pants fees; grant-awarding bodies. Out of thirty-two countries
in 1d6g supplymg information to Unesco on the ﬁnancmg of adult
education, four out of seven mdustnally advanced countries declared
‘that the State made available 50 per cent of the funds; one (the United:-
Kingdom) reported 45 per cent, Poland roughly 11 per cent and Swit-
zerland less than 2 per cent. Nineteen out of twenty-five_developing
countries reported the proportion of State expenditure “as mbre than
50 per cent of the' whole. These ﬁgures are speculative‘ but clearly

1. The subject is also entirely lgnorcd in the cxcellent United Statcs survcy, by
- E. de S. Brunner, ¢! al., op. cit., 3rd impr. 1967.

: \
» 2. Council for Cultural Ct’-opcrauon, Committee for Out of School Education,

Financial Aspcm qf Adult Education, p: 5, Straabourg, 1969.
" 3. Government ministries in Norway are unusual in that they can produce exact
. details of their cxpcndlturc on adult education. In 1970, for example, no fewer
" than thirteen ministries other than the Ministry of Church and Education
spent sums on adult education varying from 585 to 18,056 kroner. Expenditure

- by the Ministry of Church and Education represented appfoxxmatcly 25 per
‘cent of the total expenditure of all ministries, and this total, in turn, represented
approximately 0.65 per cent of the total educational budgct

4. Speculative, to say the lcast. To estimate even the approxxmatc expenditure

on adult education of ministries of education is not easy since many.programmes
" are not recorded as specific budgetary items. Ministries other than education

aléo spend considerable sums’on such activities as‘industrial training and agri- .

cultural extension. Moreover, local government expenditure is more often
- than.not an unknown factor. 4

.
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indicate a substantial State contribution to the national aggrégate
expenditure whatever that expenditure may be worth in real terms.-
Regrettably, expenditure in some countries has decreased during
o the last ten years or so but taking countrics as p whole there has been
. a tendericy for government expenditure to increase, however slowly.®.
A few countries are obviously quite determined to put the financing
" of adult education on a sound footing. Sweden now allocates no less
-than 14 per cent and the United Republic of Tanzania about 10 per
.cent of their gross expenditures on all forms of education. Nigeria
requires that 10 per cent of the income accruing from its Industrial
Training Fund be earmarked for general adult educational services,
an encouraging example of a government determined to keep in its
_sights other goals than technological progress. In a recent report the -
‘Committee for Out-of-Schaol Education of the Council of Europe
‘took the view that:? ’ _ : o
All organizations which in their educational work serve the
interest of the community should be entitled to receive a public
financial . assistance - for adult éducation. Such organizations
should: promote education and not merely entertainment; play °
a sustained partin a definite educational programme; be prepared . °
to provide full information about the numbers of their partici-
Eants, activities and aims; not be exclusive or inward looking -
C " but serve the general interest. ) '

Among the countries which believe in generously subsidizing non--
governmental agencies are Canada, Denmark, India, Norway, Sweden
and the United Kingdom. But it is noticeable that such gw
scldom intended to cover the entire expenditure of the recipient¥"This
is because governments fear that agencies will become lax if they are
completely cushioned financially, while for their part agencies realize
. that they may forfeit their freedom of action if they cannot raise at
least some income on their own account. Many central government
grants are also made for a fixed term only, cither to permit an agency
to become firmly established or to prime the pump for a special pro-
ject. Judicious allocations of public funds both at the national and the
local level to facilitate the development of experimental programmes
_can yield splendid results at relatively low cost. o
Some governments do not make direct financial grants to non-
governmental agencies but assist them in a variety of ways which
effectively reduce their costs. These include permitting exemption
from taxation, providing rooms, textbooks and learning aids free of
charge, supplying and paying the salarics of teaching staff, and ten-
dering expert advice. =~ .
Programmes financed in cash from private sources are very largely

1. cf. Uncﬁco,-A Retrospective Survey. . . , op. cit., p. 47-48.
2. Council for Cultural Co-operation, op. cit., p. 2o0.
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to be found in some of the more developed countries of Western ™
Europe, North America and in Japan by far the greater part of
the national expendlture on adult education is prxvate Most of this
private outlay is borne by employers, especially by large commercial
cox:poratxons, some of which invest vast sums on occupatlonal train-
ing.? Collective bargaining by trade unioris, notably-in the United
Stites, is contnbutxng to the increase in this type of expenditure. Pro-
grammes financed in kind are mainly to be found in developing coun-
tries where government frequently contributes cash or capital goods or .
both on condition that local inhabitantsprovide such physical materials
as are locally available and, more importantly, their own labour. Wher-
ever community development-programmes flourish, cxamples may
be found of bulldmgs being erected and mamtalned by local com-
munities. ?

Unhappy consequences may cnsuc from readmg too much sxgmf-

" icance into the scale of private expenditure on adult education. The

oft-quoted statement that the aggregate expenditure on adult educa-
tion in the United States exceeds Federal and State government expen- -
diture on secondary and higher education is presumably intended
to amaze the ‘credulous by showing that the national investment in
adult education has reached unimagined proportions. So it has. But
it is cssential to realize that the investment is concentrated mainly
in the onc sector of occupational training. Other sectors continue to
be neglected and.are llkely to find their _position deteriorating cven

further if complacency is allowed to set in.

From the point of view of non-governmental organizations, includ-
ing universitics, it is undesirable to become unduly dependent on
public funds. Freedom to experiment and to tailor activities to indi-
vidual and collective needs as identified by the professional staff ulti-
mately depends on the enjoyment of financial autonomy This auto-
nomy is best assured when income is derived from a varicety of sources
and not cxcluswely from the gublic purse.

Many agenciesf try-to augment income by fund raising, partic-
ularly by making appeals to industry and to foundations. Agencics
in developing countrics often look for help outside their national
boundaries. -During the period since the Montreal Conference, aid
from national governments and international bodies in support of
programmes in developing countries greatly increased but became -
more restrictive. There were two kinds of restriction: the first was in
respect of the type of programme; the second was in respect of the
duration of aid. In general, the new practice has been to fund an inno-
vative programme for a specified period of time on the understanding

t. H.F.Clark zmde S. .Sloan, Classrooms in the Factories, Nechrsey, 1958.
2. Self-help of this sort is also somctimes remarked in industrially advanccd
countrics,
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that the recipiedt country should c‘:\)entu'ally;r take it over and.extend
it on a regional or nation-wide basis. From the point of view of both

. the donor.and the recipient countries this has proved to be a fruitful”
- arrangement. Several of these aid schémes, mvolvmg such matters as =~
-correspondence instruction, are referred to in subsequent chapters. -

: Governments—or where appropriate, local govcrnments-—must
decide whether adult education is a public service that ought.to be
more or less free to all those who satisfy the -specified ¢riteria for
entry into a programme, or a consumer, good which people ought
- to pay for in whole orin part. Atthe present time; there are two extreme
views about this question. According to’ one view, facilities should
be absolutcly free on the basis of the simplistic arguient-that ,school-

ing is free so adult education should be free. The opposite vicw is that |
adults should pay economic fees for their education. In the middle -
are ‘those who argne that some fac1htlcs should be frcc but othcrs 3 '

should bé paid for.

‘The most familiar a'rgumcnt in favour of chargmg fccs is- that-

o pcoplc value only what they pay for. Paymg even a nominal fee will
cause partlc1pants to take a programme mor¢ seriously and - thcrcby
_sreduce the drop-oit rate. A second argument is that competition be-
tween pnvate agcnc1cs is necessary 'so ‘as to place a premium on the
continual improvement of programines and therefore that fees ought

to_reflect what the market demand will bear. A third argument in’

favour of charging fees is that it perniits more rapid growth. Against
charging fees there are three miain objections. One is that the real
cost of most adult education ‘programmes—Ilike that of most formal
educational programmes—is relatively so high that if they havefo
meet it the lower income groups will be disbarred from taking part.
Secondly, fees act as a disincentive not only to the poor but to would-
be participants in general.! The third objection is that historical evi-
dence shows that. when an agency is obhgcd to rely for survival on
carning income from students’’ fecs- it soon abandons all but its
profitable activities. 3

In many countries there is a growing tcndcncy to adopt the com-
promise of charging fees to adults whose careers will clearly profit from
a particular course. Thus, in dcvclopmg countries, fees may not be
charged for the equivalent of primary education because that is seen
to be a basic human right but must be chargcd for secondary.education
because that represents a privilege not available to everyone. In devel-

- oped countries the parallel is not to charge for the equlvalent of.

I Strangcly there is little cmpmcal cvidence about this subject; such as there
is conflicts. Some agencics report that contrary to expectations the raising
of participants’ fees has resulted in a tise in enrolments.

2. . See, for example, B. R. Clark, Adult Education in Transition: A Study of Institu-
tional Insecurity, University of California Press, 1968, whcrc the author describes
the ‘effects of what he terms the ‘enrolment economy’. :

.
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sccondary‘iducanon but to do so for hlghcr cducatmn courses. Other
dxsnncnons are worth making—one is between those who want to
raise the quality of a life already culturally rich and those who are
in some fashion disadvantaged, such as the physically disabled or
migrant workers. It may also be reasonable to ask those who have .’
already successfully passed through a | specific programme to pay a fee .
if for some reason they should wish to repeat the experience. Certain
categories of participants might be considered cligible for loans—for
example, those studying for a part-time degree. Three final conditions
. might be made about participants’ fees; one is that they should be
standardized so as to avoid discrimination; ancther is that fees should
be waived or reduced below the norm for cxpcnmcntal programmes;
a third is that participants should be allowed to pay fees in instalments

S0 as to cscapc having to find a large sum of money at the beginning -
of a course.?

As with students’ fees, there are two extremes of opinion about
payxng fees to part-time organizers and instructors. At one extreme.
there is the view that adult education is a social service and that part-
time staff are under an obligation to organize or to give a class or a lec-
ture for no more than their necessary. CXpenses. At the other extreme
there is the view that part-time staff should be paid the professional
rate for the job. It is impossible to lay down hard and fast rules in this
matter. In cultures where dedication to the public interest is deeply
entrenched, then part»tlmc staff will give their best for no material
reward. The experience of Cuba during their 1961/62 campalgn- '
against illiteracy: and the general experience of Burma and China in
recent years demonstrate that the large-scale employment of full-time
salaried school-tcachcrs, university students and professmnal people
on a voluntary basis is perfectly possxblc in some: socicties. By contrast
it is the experience of adult educators in other countries that if part-
time staff are not paid competitive fees and expenses, the service may
gdin in terms of reduced expenditure but suffer more or less acutcly in
terms of quality.

- To be sure of a sccure future, adult ‘education agencies in any
country nced to be funded on as regular a basis as, and on a compar-
able scale with, sghools and universities. Where economic resources
are cons1dcrablc it is desirable to draw upon public and private financ-
ingFbut in the last resort it is the State which must bear responsibility.
According to a general principle enunciated in the recent Council
of Europe report on financial aspects of adult education:?

It appears to be gcncrally recognized that the State (ie. all
public authorities) ranging from the government to the local

1. Itis not always necessary to pay fees in cash, In the Gabon, for example, stu-
dents may pay‘in foodstuffs or other commodities.
2. Council for Cultural Co-operation, op. cit., p. 20.
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authonty) accepts the promotion of adult education as one of
its duties as is the case with school and university education.
This means that a financial contribution towards the cost of a
comprehensive system of adult education is a duty of the state:
a number of delegates go further and think that the basic financ-
ing of adult education as a part of public education is a duty
of the state. -

In the Federal Republic of Germany, 6o per cent of the grhnts for |
adult education are paid by towns with morc than 100,000 inthabitants,
yet only 30 per cent of the population live in such towns. Rural areas

- are much less well served. !

- Commission I at the Tokyo Confercnce pointed out that:?
It required no great cffort of the imagination to suggest such
things as dircct contributions from enterprises, new levics, tax
exemption arrangements, the lifting of taxes on cultural pro-
ducts, and cven, for adults of privileged groups, sclf-support cte. . -

" The crux of the problems seemed to %c that many countries had
never, before known such a level of private income combined
with such a shrinkage of public resources. It was true that many
countrics had adopted a system based exclusively upon the
satisfaction of individual necds to-the ‘detriment of communal
facilitics of all kinds, both hcalth and culture. . .

Reallocation of financial resources is the only realistic answer to the
problem since in many countrics expenditure on the formal system of
education has already swollen to terrifying proportions. To raise still
further the percentage of national budgets devoted to educational
expcndlturc is out of the question. Howecver, a strong case for realloca-

" tion of resources can he sustained, not only on grounds of social justice

but on grounds of social beneﬁts Much of the current expenditure

_ on the formal system is wasteful in that it produces school-leavers and

umversnty graduatcs who are cither uncmployable or not employablc
in the job for which they have been trained or to which they aspire.
By contrast investment could be channelled into®those forms of adult
cducation from which social benefits clearly derive—forms that
include not only occupational training but health education, In one
of his two addresscs at- the Tokyo Confcrcnce, M. René Malicu boldly
stated ‘that he had:?

... no hesitation in saying that in certain cascs thc present
distribution ought to be revised because it is too: neglectful of
thosc—and I am referring to adults—who make up the active
portion of the population, improvement of whose training will
therefore contribute more directly to improving the prc%nt

1, ucouncil for Culturai Co-opcration, op. cit.,, p. 20,
2. Final Report, op. cit., p. 26.
3. Final Report, op. cit., p. 66,
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behaviour patterns and raising the productivjty of society; but
whatever may be the desirable proportion to| establish between
what might be called short-term investments—by which I mean
adult education—and long-term investments, i.e. the .cducation
of the young, we must realise that what we have to do is balance .

the requirements of two phases in a single, continuous human
process and two components of a single policy. :

And the General Report concluded:?

Statutory support for adult education and increasing financial
- funding from public sources was yet another noteworthy feature
of the post-Montreal period. Therc was still, however, far too
little public money devoted to adult education. The budgetary
allocations for adult cducation- would have to rise significantly
“during the 1g70s if life-long education were to be made possible.
The Conference pointed out that this would require whole-
hearted commitment to adult education by governments. The
scale and method of financing would be crucial during the
coming ycars. '

Funding from public sources docs not imply relying exclusively upon
revenue from direct or indirect taxation. Governments can legitimately
require the industrial and commercial sector of the economy to bear
all or most of the ¢ost. of occupational training or general education
for the work force or both. Moreover, if inclined, they can imitate
Nigeria and reallocate some of the revenue raised by industry and

~commercé to general adult education purposes.

The great advantage of public funding within an integrated
global system of education is that cconomies of scale may be achieved
and unit costs rcduced. Costs arc also lower'when a symbiotic attach-
ment is formed between formal and non-formal cducation. Morcover,
public funding is the only way of ensuring that help is given where it

‘is most nceded. :

, At present, adult education suffers from a severe shortage of funds
for all purposes. Non-teaching expenditure is derisively small. Ifadult
cducation institutions are to reccive funds commensurate with their
objectives, they will have to demonstrate that they are able to use
those funds efficiently and in certain respects more cffectively than
the formal educational system. Beyond small-scale book-kecping
there arc few signs as yet that adult cducators see the importance of
measuring the costs of various choices and analysing the results of their
expenditure. Such a cost/benefit approach, however, will have to
become commonplace in the future. ' . ‘
To sum up the last two chapters, adult education must be a cen-

" tral government responsibility. It must be guarantced appropriate

structures and adequate financing by mecans of State laws prescribing

1. Final Report, op. cit., p. 12.
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criteria for, and minimum levels of, expenditure. Ttis essential to have -
a comprehensive planmng strategy, though this, does not rule out a

- Pluralistic pattern of provision. Co-ardination should be ensured by

the creation of inter-sectoral committees. Adult education, however,
will wither if it is too rigidly controlled from the centre. Local initia-
tive,.co-ordination and control are all 1mportant So also is the freedom
to experiment of pnvatc as well as public agencies. :




. Researchand deve—10pment :
- To browse’thmugh historical documcnts about adult education within .
almost any national or international context tam, he a chastening
¢ experi¢nce in that problems thought to be contemporary often turn
out ‘to be perenmnial or at any rate recurrent. Moreover, proposed
solutions turn out to have bcenw:proposcd several times before and’
cven supposed innovations turn out not to be innovations at all. Much
effort is wasted in this way. To proﬁt completely from the lessons of
the past is notoriously impossible. in whatever arca of human endeca-
+ vour. Nevertheless it would seem th’at, as a soclal service, adult educa-
. tiorr has been cspecially profligate in ignoring its antecedents. It is
: only commonsense to try systematically to formulate workmg hypo-
theses and to process and disseminate information about important
. findings and interesting cxperiences. In short, there is an urgent nced
for the adoption of a realistic research and development ‘policy. The
. need was not even considercd at the Montreal Conference and it is
. significant that;Arnold Hely made not one reference to rescarch in
. ~ his post-confcréncc survey. The Tokyo Conference, however, noted
: with regret the neglect of, rescarch in adult education:?®
Since adult education was still an emerging field of study it
was imperative to cxamine objectively and systematically the
» appropriateness of what was being done. In general, empirical
and operational research in the field .of adult education had
been neglected. Nearly all the time and resources of education -
departments had been devoted to pedagogical matters. For this
reason, one type of person of crucial importance to the future of
adult education was the rescarch spegialist.

Thcrc are scveral reasons why up to the prcscnt day rcscarch in adult

1. Fxna{ Report, op. cit., p. 36.-

»
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cducatiom has been sparse. To begin with, cducationists throughout .
the world have tended to concentrate upon isspes affecting primary
and’ sccondary, and more recently higher, education, sparing only .
an occasional glance in the direction of adult education. Sccondly, ‘
scholars in the.social sciences have so single-mindddly pursu¢d their |
sepatate disciplines that they“have largely ignored the education of ‘
+ adults ekcept a%an incidenta) ficld of concern. Thirdly, the indeter; -~ .
 minate nature ‘of adult education, especially by comparison with the |
SRR ~ relatively clearly defined sector of formal edutation, has caused educa- , ¢°
C" tion specialists to shy away from it. Fourthly, and asa corallary to the )
- _ above reasons, there has been an acute shortage of research funds.! -
' Finally, those who administer and organize programmes have been -
far too busy themselves to indulge in'what they fear may be abstract
theorizing and time-consuming, arid investigations. - :
Yet research in adult education deseryes to be treated as a high
. priority both by government and adult educators, for at least four
a good reasons. First, as we have scen, the growth of a pation's economic
output nowadays depends upon the efficient training and retraining
of the workforce'and this in turn entails effective planning, deploy-
ment of staff’ resources, application, of educational technology, cur- -
ricular design and recruitment of students—réquirements that cannot
. be left to hit-or-miss arrangements. Secondly, in all branches of adult
education new approaches to, and flexible methods ‘of, programming
and commniunication will become effective only when there is a steady
and discriminating accumulation of tested knowledge and experience
upon which to base and &valuate them. Thirdly, practitioners will
only obtain good results when they adopt the habit of formulating
hypotheses about the impact of their programmes which are subject
.to empirical measurement. Accordingly they must constantly consider
how to identify necds, how to make decisions about what courses, to
offer, how to present those courscs, the optimum length of a given
course, and” so on. Finally, ncither government departments nor
grant-awarding trusts, especially in the costsbenefit period we have
now cntered, can be expeeted substantially to increase their financial
support for adult cducation unless, in place of moral arguments
backed only by subjective evidence, they are confronted with com-
pelling evidence derived from systematic inquiries. ’ "
*Up to the present time research in adult education has com-
monly but erroncously been identified with csoteric activitics carried
- on in universitics. Some-of the research undertaken in universities

B 3
, 1. cf. Brunner ¢t al., op. cit., p. §: ‘Another reason for the paucity of adult educa-
tion research has been lack of financial support. Among all the agencies concern»
cd, only the*Agricultural and Home. Economics Extension Service—the joint
rural adult education enterprise of the United States Department of Agricul-
turc and the state colleges of agriculture—has devoted appreciable amounts to”
rescarch.’ ‘ N .
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“may well e useless to either man or beast as some adult edueators .
contempty ously maintain, but much- of it has been strictly relevant

_ to operatjonal practice. It is a question, therefore, not of channelling
research /in entirely new directions but of conductmg more research :
on the same lines as at present and ensuring that it is applied to;the’ . //
desigp‘and conduct of programmes and-not lost in libraries. For small =~ = ¢

- though the amount of research has been very little of it has influenced -
_practice. ., - wlad o

' Adult education, like law medicine or engineering, is a practlcal _ A
dlsc1phne whose aim is to eﬁ‘ect change in people’s habits and" atti-
tudes, to improve, methods and techmques of communication and to - .
help solvé urgent $ocial and economic problems. Applied and active

., résearch rather than pure research are therefore called for. This is
the'view taken'in’the U.S.S.R. swhere the principal research goal is to
improve the efficiency of evening schools. The General Adult Educa-

oy

. .’- tion Research Institute,. ongmaHJ ff)unded in Leningrad in ig6r, °
j?employs 100 research wdrkers, represehting a wide range of d1sc1phnes B .
maintdins-a library containing 200,000 volumes and mvest1gates adult LIS

educatlon phenomena of all*kinds. Applied and actigq.research' tech-
niqués are also consistently used i in functional- llter(}?:} programmes .
~as a means of empmcally momtormg operational programmes while
in full progress with a view to detecting errors or weaknesses and to. . .
indicating measures for ¢radicating them: This does not mean that
pure research is to be d1scouraged but rather that researchers should =~ ..
resist the tendency to assume that only‘ knowledgé derived from -,
classical Scientific methods of inquiry -is .of any value. Valuable .
e investigations may take the-form of fact- ﬁndmg or of dsing simple tools !

*to assess-the merits of quite small pmgrammes Any attempt, at what-
#+  ever level, to test hypotheses or to classify knowledge and _experience

deserves to be acknowledged as a contribution to- resear& ! Thus, ‘
: »the humblest organizer at the yillage' level who expéfiments, with - -

methods of commumcatmn and modestly reports on and evahuates

each of his prgjects is performmg a useful service. Since admirfistrators

and planners‘can seldom spare tinte for exPerimentation undér labo-

~ ratory conditions they must necessanly contentrate upon ‘on-going’

* research directly related to ¥eir programme of work. For instance, '
they will- want to study groups of adults currently attending claSSes '
rather than attempt to cantrol groups. To dispense with control

o .,  groups may well dlsplease some social scientists, but as a rule i inquiries’. L
can be initiated only i in the light of administrative cxpedlence . .

. - I4
! .

i. In p_ra.ctice, most ad cators do take a liberal \)‘mw of what constitugcs
research, cf. nner et 4., op. cit., p. 6: %. 7. dn examination of the works .
- * listedt’in adjilt education rcscax;ph blbllographlcs ‘reveald an exceedingly 7
A liberal definition of what consti éutes research, Wdrks which seem to be merely | :
WStatcmcnu philosopliy. based on the author’s personal experience and his *
ited knowledge of the experience of others, are frecly included.” -

inevitably li

a

‘A.V. » i i»/. ’ . ': ,.‘ . K "‘ . . .
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So far there has been too little eo'mmun'ication' between research-
ers and active adult educators which- helps to explain why some
research is sterile and why so many useful findings have been ignored.

' Communications must be improved so that researchers can deal with
actual problems and ensure, , through consultation with field workers,

~that their investigations are well gtounded. It is, moreover, only -
through such close consultation that the development factor can be .
kept in the forefront. In principle, the freedom of university staff
and others to choose their own research interests should be preserved,
but government, foundations afid adult education administrators
have a right to commission research projects which are d1rectly appli-
cable to known needs and problems. Indéed, research projects have

" proved to be most worth while when research teams have been answer-
able to committees which contain rogramme directors with the
power to 1mplement any recommendl;tmns concerning practice.

The main topics so far to have attracted the attention of researchers’
are adult learning (see above), group "dynamics, teaching methods, |
admlmstratrvg and organizational procedures; evaluation and parti-.. |
cipation. Relevant to the number of other areas that might be investi- o
gated, undue attertion has been devoted to the phenomenon of "
‘~participation-in educational activities. This is doubtless because it is

» comparatively easy to frame,and complete research projects about
© the attitudes, interests and charactenstlcs of participants since they
constitute a captive audience. As René- Maheu _pointed out at the
Tokyo Conference, it is the non-partrc1pant abéut whom we requ1re
more information:! :

! It might also be well to analyse the deeper causes/f)f one aspect—
on& which 1 consider crucial and which has not S0 far been
studied much—of what has come to be called thé crisis in edu-
cation, namely the fact that in most countries adiilts do not
suﬁiclently feel the need for education. This phenomenon calls ..
" urgently for intensified sociolpgical; psychological and edu-
cational research, the results of which would providea solid
: foundation for the rt:-generatwn of the content, forms and method: -
. ology of adult education. Govérnments, above all, would stand
to gain by possessing cientific data on this. question when deter-
mining the measures to be taken to give adult education optimum
. ciency in relation to the community’s economic and social
» -{development goals, while at the same time satisfying individual

a3p1rat10ns. E - _ . ool
K] : .

Aside om the phenomenon of non-participation, two vital arcas .
whlch have’so far-been neglected .are planning and financing. Coin-
mission/Iat the Tokyo Conférence referred to:? .

- i . ’ 4

. , °
“ - EER

r; Final Report, op. cit., p. 64-5. : )
2. -Final Report, op. cit., p. 24. > - N . v
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Y W the shortcommgs of-existing conceptual and tcchmcal tools, .
© of the urgent need for méthodological research ‘prelimin

‘or parallel, to the work .of planning; this urgency-was fur:gy

increased by the diversity of current methodologies and ap- -
. proaches, as also by the looseness of the definitions employed

and the absence of statistical data. - - . L,

_ More understandmg is reqmred about the planmng and financing of
current progranimes so that more rational procedures can be adopted.
There is an acute shortage of statistics about adult education
and such national statistics as do exist are notoriously unreliable. Two
of the ‘several reasons for the unreliability of avallable natlonal sta-
tistics are:?!

First, agcnc1es producmg facts and ﬁgures mterprct its [adult
cducatlon s] scope in a variety of ways; for somte it refers to any -
educational activity that adults engage in whereas for others it
means exclusively literacy programmes or remedial education
or formal education. Secondly, methods of Tollecting’data tend
to be COnsp1c1ously unscientific and there is evidence that some
,mStltutlons are addicted to padding enrolment figures. *

_,,»*Even before the Tokyo Conference, Unesco’s Office of Statistics had
-~ turried its attention to the problem of tollectmg statistics on formal

’ “adult education as part of the process of preparing an International
Standard Classification of Education (ISCED).? ‘
- The Tokyo Conference recommended that Unesco should:3

- conmder the possibility of an initial data.gathering project
with a view to setting up a permanent system for the gathering
and processmg of statistical data on adult education. . .

Since the conference considerable progress has been made. Unesco’s
Office of Statistics has produced .a manual4 designed to assist Member
States wishing to collect statistics on formal adult education. This
- manual provides a definitional framework and a practical classification
for programmes of formal adult education. The'manual has been field-,
tested in a pilot project in the Libyan Arab Republic,® and ancther ~ °
" pilot pro_]ect is currently undcr way-in Norway. e

Fa

N

1. Introducnon to J. Lowe (ed.), op. cit., p. 2 :
= 2. For a number of years education queshonnaxrcs sent out to Member States
. have included a section on adult education. The Office of Statisticswas reluctant

in the past to publjsh any statistics because some sections were:returned blank,
others had ‘data Abt available * written across them, a,nd othcrs could give
only speculative ¢Stimates or partial figures.
Final Report, op. cit., Recommendation 14, p.48.
Unesco, Proposals for . « OP. cit.
Unesco, National Rigectory of Adult Educahon Programme: in the Ltb_yan Arab Repu-

- blic, 1973,-Paris, Unesco, Office of Statistics, August 1974; and its Statistics bn .

<z .. Formal fdult Education in the Libyan Arab Re’oubhc, 1973, Paris, Unesco, Office /

- of Statistics, 1974 (unpublished statistical rcport) ) //v

e - . -
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‘Statistics on non-formal adult educatlon ‘and sclf-dlrectcd learn-
ing preésent specxal problems of collection. Since no enrolment or

registration of part1c1pants takes place, data cannot be collected from

adult education organizations. The most effective way of collcctmg

-data on non-formal adult education and self-directed learning is
- through personal interviews. The United Nations is actively encour-

aging countries to establish a programme, of integrated demographic,

. social and related economic statistics through household surveys.
*Through this programme it will be possible, 1 in the long run, to obtain
statistics on all types of adult education.

The field of adult education suffers from the fact that new know-
ledge often remains’unknown beyond a. small circle of specialists,
Commission 2 at the Tokyo Conference emphasmcd -

... the need. for the wider- dissemination of research results not

. only within each country but also internationally. For the purpose’

of disseminating research findings speedily and efficiently more

. documentation centres were required. More annotated biblio-

_graphies and up-to-date handlists of research recently complctc/d
or currently in progress would bt invaluable. L

Detalled blbhographlcs on adult ¢ducation now exist in Afnca, Canada

England and Wales and the United States. A bibliography on adult

.education in Western Europe is about to be published. The European - '

Burcau of Adult Education circulates abstracts gleaned from jowrnals
and reports. The Institute for Adult Literacy Methods in Tehran not
only conducts inquiries into the comparat”d effectiveness of various
methods of providing literacy - instruction but issues regular reports

Sd bibliographies, besides offering an abstracting service. The Eyro-
an -Centre fon Leisure and Education, which is sponsored by
’Uncsco, publishes rcgular reports on research in progress and has

commissioned a series of annotated country-by-country bibliographies

~on leisure. Dr Colin Titmus is cufrently preparing both a dlcnonary :
and 3 thesaurus pf terms.in several languages——what 18 the precise - -

mehning of L'Education Populaire?, What is the difference between an
animgteur and ‘an adult educator’? ‘All this is very encouragmg but
there remain whole areas of the world where no serious attempt is
made, to gather information about publications in adult education.

A few systematic attempts are now being made to collect and
disseminate informatipn about, research findings. Documentation
centres have been established in the Federal Républic of Germany
and in the Scandinavian countries, In 1967, the ERIC Clearinghouse
was ebtablished in the United States with a view to accumulating a

*  complete record of research reports dnd-any literature whatsoever

relating to adult education. This clearinghouse has already acquired
an enormoys amount of material both from within and without the

_ Umted States. Unesco Yitself has established a documentation’ centre

i
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- under the wing of the Division of Adult Education which, although
small, has an important colléction of original material mainly dating

- from about 1970. From the international standpoint, the situation

will sl?d,rtly improve_considerably, thanks to the plan of the Interna-

. tional Bureaw of Education systematically to gather data from every

¢ part of thé world. One problem to be borne in mind is that-a good

“deal of research pertinent to adult education is undertaken by social
scientists whose primary interest lies elsewhere and who publish their-
findings inspecialist journals concerned with theirrespective disciplines. B

“Until very recently purposcfu}‘study of adult educatian within a ' '
comparative perspéctive was almost non-existerit. Today, however, a
grqwing number of adult educat¥pnists, mainly attached.to university .

. departments of adult educafion, are devoting themselves to compara-
tive studies as an academic. pursuit. The lead has been given by the
International Congress of University Adult Education (ICUAE),
“under whose auspices a seminar was held in, 1966 in the United States, .
_the main object being to ‘agree upon a.universally admissible definition -
of adult education and to construct a few working research models
which could ‘be’applied anywhere in the world.? A drive to promote
comparative studies has been made by the adult,cducation section of
the Ontario Institute’ for Studies in Education (OISE). Besides

" publishing a new journal, Convergence, this department has arranged

* major international seminars omymethodology “and provided an
‘opportunity for foreign scholars tmnd sabbatical leayes at OISE.
Thanks to its initiative, the 1970 seminar at the famous Pugwash
centre, Nova Scotia, took as its theme the promotion of comparative
studies in adult education. For its own part, Unesco has demonstrjted -
keen interest by sponsoring several cémparative inquiries, including -
two studies of the role of universities and the professionnal training

- of ddult educators undertaken by }CUAE. In January 1972, Unesco
also-helped to subsidizean intcrnational expert meeting-at Nordborg
organized by the Panish National Commission for.Unesco.? At the
Tokyo Conference, delegates endorsed the perceptible trend to.expand
comparative studies by niaking some specific recommendatiohs:?

Considering , that the planning of education, like any other .
- .- - planning, calls for a planning-programming-budgeting ap-
proach and that the requirements of life-long education
X entail coordinated planning o ool and adult education
’ systems. = : ’
"Considering also that the difficulti
* of adult education stem fror

8 -
R

encountcred in the planning
an inadéquate awars&:ss :

-~ x.~For the proceedings of this meeting sce Liveright an
. 2. Agenda’ for Comparative. Studies in Adult Education: Report International
~- Expert Meeting, 1972, Syracuse, 1972.
9. Final Report, op. cit., p. 48. i
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- among those responsible, from\a shortage of spccmllsts -
‘and from a lack &f comparable ata. o

Rccommends that Unesco: ' s

. Organize, as frequently as p0331blc, regional seminars, open |
to various categories of participants,\ on the planning, admi- |
nistration and financing of adult edycation; . 4
2. Encourage small international meetings for the comparatwe ' |
study of adult education. |

Two kinds of study are initially required in order to establislf compar- .
ative adult education on solid foundations. First, it is necessary to
. - have a series of descnptlve/analytlcal surveys of the anatomy of adult -
education in as many countries as possible. The few national surveys
so far pubhshcd have taken the form either of an appraisal of selected
trends and issues or a systematic ‘account of the over-all provision.
There have also been two types of authorship: a sole author; or a team
of authors. For the purpose of merely conveymg mformatlon cither
approach suffices but from the pomt of view of evolving an analytical
method the study by one author is preferable.!
The second kind of study, already being undertaken by scveral
scholars, is to identify a particular process or activity which is control-
_ lable in scale and for whlch sufficient reliable data appear to be
- available and .to scrutinize ifs manifestations in as many countries as
possiblé. Such a controllable research inquiry is the training of pro-/ -
fessional adult cducators, for wherever training programmes "ej% '
mvestxgators can turn to the supcrvisory staff for information i e,
expectation that it will not only be forthcoming but authentic. The
list of controllable research topics is bound to be small especially if
investigators try to deal with more than two countncs and the metho-
dological problems are always formidable. :
There are certain complex questions suitable for examination p
.by teams of researchers which should attract financial support from
aid-giving foundations. Some of these questions are as follows:
Is adult education a significant variable in national development -
planning or is it not? -
Which approach to mtroducmg adult education programmes has beerr *
more cffective in the developing countries: the British or the .
French? Consider, say, in relation to Sudan and Chad er Ghana
and the Ivory Coast.
What forms of adult education have been transferred successfiilly
- from one culture to another? wWhy were they successful ?

. q
1. A good example of a comprchensive survey by one author is Dr Titmus’ Adult
Education in France. Two cxcellent Ph. D. theses have also recently been complet-
ed on adultyeducation in Kenya and Ghana respectively, the first by Dr Roy
Prosser, the sccond by Mr. Kwa Hagen. Two cxamplds of multiple. authorship
.are: D, Whitelock {ed.), Adult Education in Australia, Adclaldc 1970; and
Knowles (gd.), op. cit. *
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What has been the measurable impact of specific international aid
“programmes in the sphere of adult education?
Can one derive hypothcses from social change theories and test their
validity against the lessons of mass education campaigns?
Questions like these are of a different order from the quest for useful
information previously referred to. They ask ‘why’ rather than ‘what’
and any attempt to answer them will entail lcavmg the descriptive
methdd far behind and embarkmg upon an cxactxng ‘methodological
exercise.
At this stage in time the: interest of policy-makers and senior
adult educators in, comparative studies is essentially pragmatic. They
want to acquu'e knowledge which can be applied, to learn about

- organizational innovations and new methods which can successfully

be adapted for their own use and to try to avoid the mistakes made in
other coun/ﬁ’ies With. the aid of research they would also like to be able.
to estimatée the cconomic and social bencfits gencrated by their own
programmes both to justify their contmumg existence and to lay claim-
to public subventions for linear expansnon as well as for ad hoc projects.
Specialists in developing countrics have an added incentive to be
utilitarian, for sich adult education structures ‘as were inherited.
when their countries became mdependent were usually«based on
metropolitan models. Now they are intent upon desxgmng their own
planmng models, constructed in part out of their own creative planning
and in part out of what is worth transfcmng from other countries.

- Their practical outlook is an asset to the investigator rather than a

dlscouragemcnt since it means that they may be willing to support
inquiries which promise to yield practical results.

The relationship hctweeﬂ“comparatwe education and comparative
adult education as fields of inquiry needs to be defined. Is there any

ustification for the latter to set itself up as distinct from the former?

JIt would seem so, for unless adult educators study their own ficld,
no one clse apparently will; comparative’ educationists are too fcw
and already faced with too many subjects related to-the formal system
to want to deal with adult education as well. But, more importantly,
the organization and distribution of adult'cducatioh activities are
50 complex as to be known and ‘understood only by the investigator
who is prepared to specialize. This does not mean that comparative
educationists need know nothing about adult education or avoid
writing about it, any more than that adult educationists should ignore
the pre-adult sector. It does mean, however, that no one can effectively
study the phenomenon of adult education in more than one culture
without a great deal of relevant knowledge and experience.

Close collaboration between the two branches of educational”

" research is lndlspcnsablc If adult educationists have much to lcarn
from the methods of i 1nqu1ry claborated and empirically tested over

many years by educationists, educationists can ‘also learn”from adult

\
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educationists for as the latter face and overcome the research problems
that arise, they arc mvcntmg their own methods and making discoveries
of value to educationists in, general. It scarccly needs saying that
résearchers in the two ficlds, morcover, arc both equally intcrested in

such contemporary developments as the articulation of education

and work, the transition from dependent pupil to independent adult,
the interrclationship between adult education and general education
processes, and the interaction between all types of educational insti-

- tutions and the communities which they serve.

“Which are the institutions best fitted to undertake rescarch in
adult education? For practical as well as prestigious reasons the
impetus for most research will probably have to continue to come from

‘the universitics. The main reason why universities should retain_this

responsibility is that research and the training of adult educators tend

to go best hand in hand. Already, the recent increase in the number

of adult educators has led to the creation of many professional training
units, especially within the universitics. The staff appointed to thesc
units arc obliged to cngage in research as a nccessary way of building
up a body of validated knowlcdgc that can be studicd by students.
Moreover, as part of the training process, particularly at the higher
degree level, they rcqulrc their students to learn how to undertake
rescarch and to write dissertatjors Qr theses based upon specific
mqumcs. In many countries a,good dedl of the unpublished research
and not“a little of the published material on adult education has been
the work of post-graduate students. But, as already argued above, all
those involved in adult education at whatever level should be influenc-
ed by the notion of rescarch and development. This docs not mean
that the field worker is required to fathom the mysteries of social survey

. or sampling techniques, but mercly that all adult cducators should

continually analyse what thcy are doing and compile regular analy-
tical reports about their experiences and conclusions.

In countrics where therc are a number of universities or where
the university tradition is strongly conservative, therc is a good case

‘for cstablishing a national research and development centre for adult

education, cither quite independently or as a sub-unit of a ‘lifclong
education’ centre. Such a centre could quickly acquire an overview
of nation-wide research nceds, liaisc with government,. employers and
adult educators about research nceds, undertake major research

projects and commission others to do so, tender advice about

research problems on request, prepare directives, bibliographics and
abstracts, and take steps to cnsure that information about rescarch
findings arc widely diffused. i

In cvery country it is important tordraw up regional and commu-
nity plans for sustained research over a number of ycars. Either a
research and devclopment centre or the universities could take the
lead in bringing together all the intcrested parties and devising a pro-

<
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gramme for deploying resources, finances. and personnel as eﬁimently'

as possible. The following might be a suitable ranking ordefof priorities.

. I. Recording and classifying existing material whcther it be published

‘or unpublished.
2. Preparing a comprehensive survey of ex1st1ng facxhtles
3. Commissioning _straightforward descriptive studies of providing
_bodies and their programmes. If expert advice is available from
social scientists, so much the better. ,
4. Writing up past history so ds to acqulre a sense of perspective and
develop a tradition.
5e ,Studymg the relationship between social change and adult educa-
tion, including the effects of migration, urbanization and industria-
. lization.
6. Making comparanvc analyscs of the efficacy of dlﬁ’crent teaching
methods.
7. Studying the organization and administration of particular adult
education programmes and their effectiveness.
8. Commissioning longitudinal studies of the effectiveness of dlﬂ'erent
 programmes.
9. Commissioning controlled experiments with the newer medla
In the last resort useful research in any field is only possible when
there is an adequate supply of trained researchers and a sound system
of financing. At present much of the investigation in adult education
is undertaken by persons unversed in research rfethods. Many of the
publications take the form of i 1mprcss10nlst1c comment which, however
shrewd, is no substitute for the rigorous reporting of the resylts of
scientific inquiry. The situation is unlikely to improve-until-govern-
ment and foundations, seeing the national importance of adult edu-
cation, encourage the establishment of competent research units by
commissioning regular projects.
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Today there’ exists an urgent need for the developed nations grcatly
to enlargc the scale of their assistance for all purposes to the deweloping
nations. More than half the pcbplc in the world are underfed, ill-,
housed" and unhealthy. Robert McNamara, Prcmdcnt of the World
¢houg emergency action, the gap -
iden-ceven further:? -

bctwcdn rich and pool natidns will

vHxs natxon may havg doubled or tripled its educanonal budgct, i
and in ‘the capital city there may be an impressive university.
But for oo million children of poor farmers like himself there
are still no schools; and for hundreéds of millionsgof others, if a
school, no quallﬁcd teachery and if a quahﬁ?l teacher, no.
,-adcquate books. ;
' His nation‘may be improving its commumcﬁtxons, and jet
. aircraft'may be landing at its international-airport in increasing
. numbers. But for the poor farmer who_his. seldom scen an air-
plane and never an airport, what communications really mean—
and what he all tog often does not have-—is a simple all-weather .
road that would allow him to get his’ heager harvest ‘to market
when the time is right and the prices are good. .
f the rich nations ‘do not act, through both aid and trade, to =
minish the o widening imbalance between their own collective *
wealth and 'the aggregate poverty of the poor nations, develop-
ment simply cannot sucteed within any aceceptable time frame.
The .community of nations will only become more dangerously
fragmented into the privileged and the deprived, the self-satisfied
and the bitter. It will not be an international atmosphere con-
ducive to tranquility. \ )
The developed iofls, “Ej)cn, must, do more to promote at

I R S. McNamara, quoted Mgﬂm, Vol. V, No. 4, 1972, p. 9.

’ . -~
-
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I < least rmmmal equity in the distribution of wealth among nations.
But the developing nations must do more as well,

It has a!so been: pointed out that from the self-interested vantagc .
point ‘of such countrics the welfare of the devcloping countries is
essential:?

- For onge it scems that conscience and necessity are walking hand
in hand. We are awarc that the under-developed areas represent
a threat to the peace both of the world and of our own minds.

In rclation to_the cducation of adults this burnihg question was
_already-w fatter of concern at the Montreal Conferénce where one

" of "three commissions considered “ways and means of Aassisting the -
devcloping countries. Delcgates took the nced for/international
/ undcrs andjng to.be axiomatic:? - -

Survival yequires that the countries of the world must learn to\
ve together in peace, ‘Learn’ is the operative word.

. 7 The question was, what should be the specific contribution of adult ~
| - e¢ducation to international co-operation? One pnorxty at least was '
’ « - clear;? ~ oo .

~ The countries which are “better oﬂ' have an, Opportumty of per-
v forming such an.act of wisdom, fustxcc, and gencromty as could
scize the imagination of the whole world.

Since 1960 the voluinc of international co~opcratxon in adult educa-
tion has grown considerably, although the total impact remains small.
‘The ramifications of multilateral and bilateral co-operation are com-
plex but it i3 important that all internationally minded policy-makers-
and professional adult educators should be aware of them if only to
P ensure that they will bend every cffort to cnsure that there is tighter
-co-ordination.
The United Nations family of agencies extended its commitment
to adult education during the first development decade. The'Food
and Agriculture Organization (FAO) and the Irfternational Labour
Organisation (ILO) have developed noteworthy programmes. Through
its Human Resources Development and its Conditions of Work
Departments, ILO has helped to improve the effectiveness of technical
and vocational training programmes, especially by campaigning for
. flexible working .conditions; in closc collaboration with the interna-
tional trade-union movement another section of the ILO has concen«
trated on the expansion of education for trade unionists. Since 1960,
\ ILO has published CIRF Abstracts, the aim of which is to convey up-to- :
" date information about world-wide innovations and experiments, as -

'

‘ e LA Curle, Educational’ Stmkg) Jor Deulopmg Countries, p: 10, London, 1962.
a. Montreal Conference, Final R:pbrt, op. cit., p. 8.
. 3. ibid. / .
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well as information about major trends in the general development of
manpower resources. FAO has included adult education components

* in its programmes for the preservation of natural resources and the

training of agncultural personncl and farmers besides collaborating
with Unesco in implementing ‘ functional’ hteracy programmes for
fartners.

" Several 1htergovemmental orgamzanons have shown increasing

“ interest in adult educatio. Thus, the Council of Europe has organized

a number of meetings and sponsored a serics of specialist studies, which . -

have already made a formidabla contribution to the literature of adult -
education. The Organisation for Economic Co-operation and Devélop-

ment (OLCD) became interested in adult education in the early

seventics and has energetlcally promoted the policy of recurrent educa- )
tion in its member countrigs. . - .

4 There. is scarcely any non-gqvcmmental international organiza»

- tion which does not pay some.attention to adult education. The World
Confederation of Labour (WCL) has held a number of adult educa-
tion conferences and seminars in Europe, Latin Amcnca, Africa and ,
Asia for workers and farmers, concentrating especmlly on natibnal
development problems and trade-union education. The Internatignal .
‘Conféderation: of Free Trade, Unions (ICFTU); in co-operation with -
the Canadian Labour Confederation, sponsored a world conference in
1967 on ‘Labour Education’‘and has held a number of rcglonal semi-
nars andestudy groups, including a pre-Tokye ‘meeting in Norwa.y
The World Federation of Trade Unions (WI‘TU) has been active-in
the field of literacy, collyborating with Unesco in. 1969 in orgamzmg
« a World Conference on Functional Literacy in Cyprus, Its other pro-

o 'grammes have included seminar-workshops on aspects of Yocational

training and tride-amion cducation and development projects. The

~ Adult Education Committee of the World Confederation of Organiza- - L
tions of the Teaching Profession (WCOTP), formed only one year . -

" before the Montreal Conference, has arranged meetings of specialists .
in many parts of the world and published papers on a number of
topics of current concern. The World Federation of Teachers’ Unions
(WFTU-FISE) has a special interest in researth about the conccpt of

4 lifelong learning. In 1971, in Khartoum, it organized a regional

meeting for. represcntatxvcs of African tcachers’ tradc unions on the

role of teachers in functional literacy.

Inaugurated in 1960, the International Congress of Un1vers1ty'

Adult Education (IC‘UAB) his held two world conferences, in-Den-

mark (1965) and in,Canada (1970). The congress publishes a quar-

terly journal, the ]ourn@qu the International Congress of University Adult ..

Education. The International Federation of Workers’ Educationa] E

Associations (II‘WEA) with a membership in fiftecn countries; has "’ S

continued to arrange an annual seminar in addition to occasional

conferences. In 1965, a group of enthusiasts specializing in correspon-

. 190 | o
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S - dence Education, which has since been highly productive. -
-+ Outside Burope and North America regional co-operation was
,_virtually non-existent “before 1960.+ But- during the sixties scveral
. rcgional associations werc formed and there was a general increase
T s in regional exchanges of information. The first association to appear -
- (1964) was the Asian”and South Pacific Burcau of Adult Education
(ASPBAE); it is supported by nine countries, publishes a journal, his
‘sponsored several regional mectings in South-East Asia and, despite
its'lack of resources, has dont much to intcrest governments and non-,
governmental agencies, in its region in ‘the causc of adult educatlon, _,
The_ East and Central African Rdult Education Association, also
formed in 1964, (curiodsly enough, only two. fnonths after ASPBAE), .
arranges an annual seminat on professnonal themes in conjunction
with its annual gencral meeting, out of which a number of published
.. reports have appeared 3N such topics as research and training. A for-
" ward stride was taken at the 1968 conference when delegates resolved
* to change it into a pan-African association to be known as the African . -
Adult Education Association. One of the reasons was to bridge the
‘gap between Engllsh-spcakmg and French-speaking African countries.
In 1966, representatives of a small group of Latin American countrics
formed a regjonal association cntitled Inter~Amecrican Federation for
Adult Education (FIDEA). Onc area in the world where there has
been a goodédeal of regional co-operation is Central America. Based
in’ Costa Rita is the Instituto Centro-Americano de Extension.de la-
Cultura (ICECU) and in Mexico there is the Regional Centre for
Functxonal Literacy in the Rural Areds of Latin America (CREFAL)
which is supported by Unesco. The Centro Intercultural de Documen-
tacién: (CIDOC), internationally famous because of the panache of
- one of its board members, Ivan Illich, is a meceting place where
-humanists in every ficld discuss 1dcologlca1 change and development
in Latin Amecrica. The centre provides rescarch facilities and a docu-
mentation service besides orgq;%uzmg occasional seminars; for example,
a scminar held in January 1972 considered alternatives to the present
cducational systems’in Latin America. We may also notc La Asocia-
cién Latinamericana de Profesionales (CREA) in Venczuela, founded .
by former students of GREFAL. Co-opcration among the Arab States
is mainly associated with thc Arab Rcgional Litcracy Orgamzatlon
(ARLO) and the Regional, Centre for Functional Literacy in Rural
Arcas in the Arab States (ASFEC), which is situated at Su‘s-cl-Layyan
in the Arab. Repliblic of Egypt and financially sypported by Unesco.
In 1969 adult cducators from Canada, Mexico and the United States
of Amcrlca arranged a regional conference whigh led to the formation
of a joint consultitive group. In Western Europe, despite living a
hand-to-mouth._ exisgence, the European’ Burcau of Adult Education,
with twclvc mcmbg,r- countncs, has greatly cxtendcd thc sgopc of its

¢
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is widely read, and since 1969 it has been providing an invaluable
abstracting service. The bureau keeps in close touch with the Council
of Europe and arranges frequent seminars. , ’
Since th¢ Montreal Conference there has-been a notable expan-
sion of exchange| programmes both for professional adult cducators

" and for workers and members of co-operative movements. The former

are often sponsored by universities and adult #ducation.organizations,

n thrcc languagcs, 7

48

the latter by the big mass organizations, for example, the International

Co-operative Allianée (ICA). Unesco continues to offer travel grants
to educational leaders in workers’ ofganizations and adult education

~ associations; exchanges are available for any Member_ State, candi-

dates being sclected with the active participation of workers’ organi-

- zations. Already at the Montrcal Conferencg it was apparent- thiat-a

small band of adult educators had come into"existence who spoke a

~“common professional language and who understood one anothet’s

ajms and problems. Thanks to the frequency of international confer-
ences, and the relative reduction in the cost of air travel, more and

~ more professional adult educators arc finding it possible to participate

in regional and international gatherings and on the way tovisit their

. colleagues-in.other countries.

" International aid may-be organized éither multilatcra}l},br b\ila-
terally and it may be financed from cither public or private funds.

Following the emergence of many new independent countries in the *

carly sixties, programmes of international ajd were. tonsiderably
expanded through the international programmes of the United Nations

_ family (UNDP) and the International Bank for Recohstruction and

Decvelopmentas well as multilateral and bilateral programmes arranged
among Member States. The Unesco/UNDP projects provide experts,
cquipment_and fellowships for developing countries whose govern-
ments request assistance. A few regional seminars and workshops on
adult education and literacy havg also becn held with UNDP’s

~~_financial support. Since 1963, Unc;eb has administered certain trust
~ funds for the. development of education in seventcen Member States -

from which adult education projects have already bcpeﬁt(;d:for
example, in Afghanistan there is/a coropcrative education project
planned in collaboration with FAQ and financed by SIDA {Swedish
International Development Authori In Zambia a functional
literacy project integrateddwith a ricultural extension has been financ-
ed by secondary school pupils in Denmark and Norway. The World
Bink has sponsorcd major projegts designed to pssess the relevance
bf non-formal education to natipnal deyelopment.?

Numerous aid programmes htve been financed by single; countries

\

1. See page 201-2 \ |

candinavian countries, tljc United -
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ngdom, France, the Fedcral Republic of Germany, the Union of .
‘i& viet Socialist Republics, the United-States of America, Switzerland - -
d

Italy. In addition to providing advisers and equipment, .aid pro-

" grammes usually offer fellowships which enable edult educators from
developing countries to attend both short- and longsterm courses in..

‘the donor country and to make prolohged study tours. Among Mem-

ber States awarding fellowships are Australia, Canada Denmark,

the Federal Rgpublic of Gcrmany, Spam, “Sweden, the Union ™ of
i gdom_and

Soviet Soci

BN N

scliémes. Belgium has given assistance to. Burundi. In 1969 Spain

' donated 1- million pebetas to the literacy campaign in Paraguay.
Until 1972 Denmark offered an annual long-term " training course

for adult educators wor,klng in rural areas. Sweden has built and

-.equipped a vocational training centre at Yelepa, Nimba Country, at
a cost of $2 million. In 1967 the Scandinavian countries agreed to: -
support a- co-opcratw: extension programmc in Kcnya for a penod '
of five years. The Federal chubhc of Gcrmany trains adult educators
from a select number of countriés in -Africa and Central ‘America -
and has recently started to provide funds for the dcvclopmcnt and,’
where necessary, the establishment of national institutes of adult '

education, believing that in each country there is need for a strong

infrastructure, Japan offers long-term courses “for overseas tcchmmans N

and skilled workers. Saudi Arabia provides assistance to other Arab

. States. Israel offers training courses, sends out experts to run local ;
tralmng schemes, and supplies specialists for short- o long-term

assignments. In addition to long-term aid schemes, there have been
several ‘one-off’ or ad hoc projects; for example,. the Kellogg Founda-

tion (United States) provided a capital grant arid a short-term fecur-,

rent allowahce to enable residential collcgcs to be established at

- Nsukka in Eastern Nigeria and at Oxford in the United Klngdom ’

The Dag HammarSJkold Foundation (Sweden) financed two majof
international training courses in' corréspondence -education and as-
sisted five African countries to launch correspondence cqurse centres.

A recent tendency has been for internationgl agencigs to finance ’
- applied research prQ]ects One such. prOJec irected py Dr James -
Sheffield and Dr Victor Dicjomaoh, led in 1g71 to the ublication of

a substantial report Non-Formal Education in African
Like the Montreal Conference, the Tokyo
some time to examining ‘the preblem of interhational co-operation.

While, notmg with satisfaction’ the great’ variety of developments '

d the United -
. States of Amerjca. Next, thcre has been a variety of specific aid .

nference devoted’

of

rccorded in the foregomg pages, it reached: the dysqmehng conclusion

that ;1 '

The madcquacy of mtematxonal and bllatcral aid was also vcry :

1. Final Report, op. cit., p. 12. .
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a.pparcnt For- many developing countries with stramed econo- |
mies, where the demand for ¢ducation greatly exceeded avail-
able resources, substantial international or bllateral a1d held
out a major hopc ‘of advancement. .

Thc truth is that, if one leaves on one side the relatively large sums
~ expended’ on functional literacy programmes, only a minute percen-
~tage-of -the over-all -aid for educational programmes is allocated for
"7 adult &ducation. Then, there is-the problem that so much aid turns _
oo ~Qut-tobe~mappropnate in-that it encourages- the-proliferation-of pro----
grammes that do not fit into the existing system of ad.Qlt education or
causes the recipients to devote resources to the maintenance of plant
and equipment which might more proﬁtably be spcnt in other ways.
There is growing evidence that certain donor and recipient countries
have become increasingly doubtful about the value of external aid
cither in the form of personnel or material mputs. Other drawbagks
of many present agreemients are that financial aid is fragmentary and -

" available for a short term only. There is also, perhaps not surprisingly,
in view of natiopal preoccupations with economic outputs, an undue-
stress on skills training at the expense of other types of educational
. programmes. Disenchantment with the- effects of external aid has
been reinforced in-some countries by sccptlclsm about the valud of
certain kmds of foreign experts.

- This is hot a counsel of despair but an indication that both donors
and recipients need to ensure that aid is furnished only for those
schemes which have been thought out thoroughly and which chime
with national or local development plans. The Tokyo Conference
debated the question what kind of co-operation between countries
was most beneficial and concluded;?!

Noting that there was a demand in all cour:}{:;\i:r' technical

co-operation and that there was in the devdldped countries a

" corresponding-desire to respond to that deman d to carry
out exchanges, the Commission stressed the need to pick out the
critical points so as to be able to define the ‘areas for co-operation.
For instance, the situation was to be avoided whereby adult
education not only did not result in ‘any demdcratization but
resulted instead in a deepening of the gulf between ' pyivileged
and upderprivileged. , w

The conference also took the view that priority should be accorded
to the countries that might be designated the least privileged.

One encouraging trend is that of devoting -external resources
to non-formal types of learning, particularly in order to foster rural
development, Thus,? - . . PN

‘ W Ytie A.LD. [Agency for International Dcvclopmcnt] programme '

1. Final Report, op. cit., p. 27. P
2. Evidence supplied by thc United States for the Tokyo Confcrcncc

-
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of technical co-operation has ide tified as one of its three priority
areas” for Yssistance during th€ 1g70s the area of non-formal

education whereby systematic /learming can be prov1dcd outndQ

the formal system. g -

~ Coombs has pginted out that as. the dcvclopmg countries ‘entered
. ‘the 1970’5 they found themselvcs, without exception, in the throes

educatioh. ¥ Yo
. ICED, of which Coombs is the dlrcctor, has performed a umqu¢1y

¢ important. service by conducting several scarching surveys of out-bf-
'schoo¥ programmes in dcvelopmg countries, under contract to Unicef

can make an i vaiuablc contribution t¢ rural development.

of internationa co-opcrauon points to the need for far ore cffective
_, meansof co-ordination than we have at the present time. In furthcnng
the expansion of adult education through international co-operation,

. e Unesco clearly has a rple to play of cardinal importance. “This fact
, was noted by clcgatcs at the Elsjnore Conference but, according

. ‘to Hely, that rgle was- 1mpcrfcctly performed in the fifties because,

. . within the very, jnfrastructure o&Uncsco itself, there was no attempt
’ - to co-ordmatc and mtcgratc:z .

.o all 1ts ogrammes concerned with the education of adult
w1thm asingle Dcpartmcnt of Adult Education. , :

- He also. comldc »d that Uriesco was unwise to ;accept the narrow
definition of adult education adopted by the Elsniorc Confcrcnqc and
~ deplored the fact §\hat' 3

Thé; Consultdtive Committee .on Adult ’Educatxon, established
responsibility to advise, not Uncsco but the Adult Education
Division of Ungsco. This méant that, strictly speaking, its advice
budget and the \purposes of this single division.

This arrangement, heargued, left the status and role of the committee
uncertain. To make matters worse, the composmon of the committee
turned out to be insufficiently rcprcscntatlvc of the diverse adult
¢ducation interests involved.

“tions had been followcfi up, dclcgatcs at the Montreal Conference
‘xX . . .
1. Coombs, et gl., Attacking Rural Pover(y « o OP: cit., p. 3—4.

. 2. Hely, op. cit, p. 92.
g. ibid.

Y

- of a deepening educational crisis’, of which for several reasons rural -
C- pcopIc ‘werk the most serious vxctlms “This. crisis promptecT a strong -
nc,w“mgcrcst bJ{ policy-makers-in what came to. hc called non-forma]/ o

It was por: ted. out above that the complexity of current pa,t'tcms'

on the recom endation of the Elsinore Conference, had the

was confined to, progtammes and acfivities ljmited by both the’

W -~ Although recogmmr\g that many of the Elsmorc recommenda;

- and the World Bank, with a view to showing how non-formal education
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felt that Unesco’s contribution to the ficld was inadequate on three
counts:! . . '

(a) &it]’ was devoting too small a proportion of its total budget
to adult education even if-the term ‘adult education’. was inter-
. preted as looscly as possible; (b) that Unesco’s cfforts in adult
cducation were too dispersed and unco-ordinated to be fully
effective; and (c) that the consultative machinery for adult edu-
cation established at Elsinore was no Ionger appropriate to the

After the Montreal Conference, Unesco created a new tripartite
department . consisting of youth, literacy and adult education divisions -
‘as well as an International Advisory Committfyfor Out-of-School
" Education. Unfortunately for adult education“#s a whole—and in
\ ~ the long run for literacy itsclf—attention was chiefly concentrated upon

the development of litecracy programmes, not least, perhaps, because
UNDP was prepared to furnish substantial funds, especially for the
functional literacy projects launched during the second half of the
degade. The adult education division remained numerically small and -
devoted its main efforts to fermulating and clarifying new ideas.
From about 1969 a reviving interest in adult ¢ducation was discern-
“able in Unesco, an intcrest, which steadily quickened after the General
“Conference decided at its meeting in 1970 that a third international
conference should be held in 1972., . .' .
. At the Tokyo Conference a number of resolutions were approved
proposing that Unesco should enlarge its activities in the adult ¢duca-
tion field and give a lead to the cfforts of international and non-
-governmental organizations actively concerned with adult education.
In his initial address, the Director-General of Unesco outlined the
Organization’s plans for strengthening its support for the cause of
adult education:? ' . o

I propose that the Organization, which, as I have %aid, has for
- several years devoted most of its efforts in out-of-school education
to literacy work, should henceforth consider adult education
in its entirety as a priority field of action; to that end I have
rccommended a rate of growth of Regular Budget Appropria-
tions for this purpose of 21.2 pe®cent for 1973-1974#25 per cent
for 1975-1976, and 15 per cent for xg977-1978. '
As for the programme in view, its aim is to contribute both
to the expansion and to the regeneration of adult education. To
+ this end, Unesco spould intensify international co-operation in |
this field by developing links and exchanges between countries
and facilitating general access to research findings. In addition
Unesco would help Member States to make better use of the
regourc’cs available in educational institutions,'whcthcr scho-
~™1. Hely, op. cit., p. 95-6. . ' X /
2, Final Report, op. cit., p 67.
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*- lastic or non-scholastic, to derive fuller advantage from modern e
cducational - techniques, especially through wider -use of the
communication media, to train staff capable of erganizing and

o running the various forms. of adult education and, finally, to
. strengthen information, guidance and advisory services for adults
' who are pursuing -their studics. : N

In his concluding address the Director-General declared that the
Conference scemed to have assigned Unesco four functions:?

i) to serve as a world:wide clearing house Yfor the collection, .
analysis and disscmination of information;. .
(b) to encourage and help facilitate communications between
- specialists by organizing symposia or by encouraging cxper-
© iments and research; . '
(c) to intensify the aid given to Member States, notably ‘for the
. preparation of policies, plans and programnies’ and ‘the
.. training of skilled personncl’;
(d) to provide a framework for international consultation at the
regional and international levels. 3

The general tenor of the Dircctor-General’s remarks at Tokyo ,was
that Unesco proposed in future,to give considerably higher priority .
* to adult education than in the past. , -
Since the Tokyo Conference, however, Unesco has not yet found
the means to enlarge its commitment to adult education. Atits meeting
. +*  in May 1973 the International Advisory Committee for Qut-of-Schoo
Education offercd the following gencral observation.® . .

1. There is an obvious gap between the statements giving high
riority to adult education, made. by Unesco and by Member
States, and the financial and personnel resources made avail-
able to it in the Approved Programme for 1973-1974 and
cnvisaged in the Medium-Term Programme. Furthermore,
the budget allocations which were foreseen in document
17 C/4 for Unesco’s overall work in the field of adult educa-
tion and for the Adult Education Division as a central stimul-
ating and co-ordinating body did not show any significant
increase citherin relation to Unesco’s total envisaged future ap-
; Er_opriations or to the corresponding proposed budget for the .
.ducation Scctor. o
» 2. In the light of the above, the Committee-stressed the impor-
» tance of Unesco acting positively to fulfil the gencral agreement
cxpressed and the assurances given at the seventeenth session
of the General Conferencé that all %oi,siblc action would be
taken to increase the resources available to adult education by
/ recallocation of resources in rc;:pcct of both manpower and "

finances generally within the Education Sector’s budget. In -

this context, the Committee noted that cfforts should bear on the

1. Final Report, op. cit., p. 79.
2. Unesco doc., Ed. 73/Conf. 501/3, p. 2.
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best possible operational programmey, as’these will obviously”
attract additional support and stimulate other similar endea-
vours. ' :

But even in 1975 it is still too soon to pass judgement. Unesco has
clearly been profoundly influenced by the key recommendation in
Learning to Be that cducafton should be treated within a lifelong

" perspective and is currently engaged in the Iengthy process of identify-" ~~
ing all those facets of its many-sided activitics, including adult ¢duca- -
‘tion, which might be subsumed under a single conceptual and perhaps
administrative framework. Morcover, there is an important proposal
under consideration to transform the legal status of adult education.
This was embodied in,Recommeéndation 7 of the Tokyo Conference
which ran as follows:? -

Guided by the spirit of the United Nations Charter, the Consti-
- tution of Unesco and the Universal Declaration of Human
Rights,

Believing that the right of individuals and nations to education,
their right to learn and to go on learning, is to be considered -
on the same basis as their other fundamental rights, such as
the right to health and to hygiene, the right to security, the -
right to all forms of civil liberty, etc., . ,

Noting that, while adult education in the developed countries
peses. problems of social advancement and of adaptation to
the scientific, economic and social conditions of life in the
ever-changing world of today, total illiteracy continues to
afflict almost one-third of mankind, for the most part in
Asia, Africa and Latin America,

Recalling that, whereas adult education thus continues to be a
serious matter for the developed nations and societics, for
the peoples of the Third World it is a problem of tragic -
proportions, thwarting their efforts for development and

- social advancement, ) ‘

Considering that the fact that mankind shares common problems -
and a common destiny obliges all countries and al pcoEles
to act in fellowship, concerting théir efforts and pooling -
theic resources in order to devise adequate solutions. with
the aim of securing man’s all-found fulfilment,

Considering that the international community, which has given
its sanction once and for all to the just cause of decolonization
as a force for peace and progress for all mankind, is duty
bound to strive to complete the process of decolonizatjon
bz' secking adc%uatc waz: and means of going to the ficlp .

. - of almost a third of mankind which is still struggling to free

. itself from the toils of total illiteracy, .

HNoting that decolonization will never fuﬁy attain its aim if a third "’
of mankind, being illiterate, not only remains a frustrated

" 1. Finil Repott, op. cit., p. 434
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“onlooker of the development of the other two-thirds,
but plays no part in the pursuit of progress and in the
enjoyment of the benefits of universal progress, S
Considering that ihternational co-operation is a decisive factor
in the development of education and that aid to the vast
majority of the pcoples of the Third World in this field is,
S both a vital necessity and an act of justice, wisdom and
et s e e - ISOFICRLFOSHUIONG = o e e e S
- Notes that recognition of the importance of adult education for
o ( "~ the satisfaction of individual aspirations, cconomic and

cyltural development and social progress is still far from
cxpressing itself’ to anything like the desirable extent in
- practical action by the public authorities, working in con-
Junction with social organizations; :

Recalls that countries, regardless of the level of development
which they have reached, cannot hope to attain the develop-
ment objectives which they have sct themselves and to .
adjust to the chranges of all kinds which arc occurring in all
societies at_ an ever accclerating rate if they do not give
increased and constant atterition to adult education and

. provide it with the necessary human and matcrial resources;

Reiterates that a genuine regencration of education and the

crcation of conditions for life-long educationr require that
} /\ circumstances be created in which adults can find an answer ”
. to their problems in the context of their own lives, by choos-
. -ing among a range of educational activitics whose objec-
tives and contents they have themsclves helped to define;
Considers that the claboration and the adoption of an interna-
tional instrument concerning the basic principles and prob-
lems set forth above could well help to indxl)catc solutions
. to the problems of the quantitative and qualitative develop-
ment of adult education as a whole and more particularly

: to the eradication of illiteracy; and consequently,

Recommends that Unesco cxplore the possibility of preparing, as
< soon as possible and in accordan¢® with, the Rules of Pro-
cedure concerning Recommendations to Member States and

International Conventions covered by the terms of Article

IV, paragraph 4, of the Constitution, a rccommendation to |

cmber States concerning the development of adult cdu-
cation, 'in rclaticin to ‘the total liberation of man.

. s .

The object of this rccommendation was twofold: first to enhance the
public status of adult cducation in Member States by guarantecing
minimum standards ‘of provision; sccondly, to encourage Member
States to cnact appropriate sustaining laws. The Unesco General
Conference, at its scventcenth session which took place in November
1972, proposed the preparation of a preliminary study of the technical
_and legal aspects of an international instrument on the development
of adult education. Such a study was duly prepared by the sccretariat

a
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- dtd considered by the Executive Board at its meeting in June 1974.1
+%% The Executivé Board unanimously decided that the document
. should be presented to the General Conference’ at its cighteenth
session, in October 1974. At that conference the two key questions
considered were: was it opportune to make such a ruling? how should
: such a ruling be regulated—by an international convention or through
a2 recommendation to - Member. States that they.should choose the
measures required to achieve the objectives set forth by the Tokyo’
~Conference? The General Conference decided that an International
- Ifstrument on the Development of Adult Education should be drawn
-up, a momentous step in intergovcrnmcntal recognition of the impor-
tance of adult education in the last quarter of the twentieth century.
As long ago as the Elsinore Conference it was agreed: 2. ST

: . that if the aims of thit Conferénce and of Unesco are to be
; achlcvcd there must be developed an effective world-wide adult
. education movement. It believes, however, it would be prema-
ture . . . at this time to recommend the establishment of a pcrma-

nent world organization for adult education.

Eleven years later, at the Montreal Conference, the United States
presented-a proposal, discussed in Commission 3, that a World Council
on Adult Education should be formed and subsidized by Unesco. -
Again, it was decided that the time was not yet ripe, 3
A distinguished observer at the Tokyo Conférerice was rofcs!ad
J. Roby Kidd. He had served as President of the’Montreal Gonference
and it is he who has done more than any man alive to firther the
cause of international co-operdtion in respect of adult educa iqp.-HiE )
several achievements have included arranging an extraordinary °
- number of internation# contacts and mectings and founding the
Jjournal Convergence. In his writing and speeches, Professor Kidd has
presented a case for establishing an international association and this
" has received a favourable response in many quarters. Convinced that
~ adult educators in the Third World were particularly keen on regular-
izing international co-operation by means of a permanent co-ordinat-
ing machinery, Professor Kidd came to the Tokyo Conference with
the desire to sce the formation of a full-ﬂcdgcd international associa-
tion for adult education.
Supported by several colleagues from a number of countries,
Professor Kidd convened an informal meeting to discuss plans for the -
" inauguration of such an association. The meeting was well attended
and gave risc to an unexpectedly heated controversy aver the desir-
ability of creating yet another international body. Some of those pres-
ent, nearly all from Western Europe, argued that international

-

-

1. Doc. 94 EX/m )
a. Summary Repost, p - N
- 3. Montreal Corgfermc, Fmal Repart, op. cit,, p. 25-6. .
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bodies had proveyl tb be f'ar more .unstable and- poverty-stnckcn than
‘ national bodies. For another” orgamzatwn to enter the-world arcna
would be to weakgn still 'fufther the, existing organizations and to
lead /to more. jnte ompetition for already scarce funds. A counter-
argunfent to this view was tfat an international council,%ar from bcmg
divisive, could help'to str?ﬁymn the existing organizations and enisure
world sohdanty It:was clbar'that a majority.nf those present accepted

this constructive vigwpoint.
Following thd Tokyo Conference, Professor Kidd took steps to -

bring.about the establishment of what it was now decided to call an
International coyacil for Adult Education. As all those had predicted
who had learnt’over the years to. respect his mgcnulty -and tenacity,
Professor K1d succeeded in fulfilling his task in a remarkably short
space- of firfi¢c, The International Council for/ Adult Education was
formally [established in 1973 and, appropriately’ cnough, the:first :
Chairman was Malcolm Adlscshlah formerly Deputy = Director-
General of Unesco. Professor Kidd hxmself‘was rfominated Sccrttary
General, President _] ulius Nyerere of the,United Republic of Tanzania
accepted the invitation to-become Honorary President. g -

Under its constitution the ob_]ccts of the council and its means
" of action arc as follows:

. To promote all forms of adult education as a mcans of cnh'mcmg

peace and 3ccurity in the world, international undcrstandmg
among peoples and the advancement of less developed cb\ untrics.
To promote adult education as a part of the restructuring’ of the
cducational system, relating it to the dcvclopmcnt nceds of thc

community.
To advance act1v1t1es of member associations and institutions and to
cncouragc co-operation amongst them. - T

o

Means of action
To advisc and co-operate with mter-gowcmmcnhl bodies, interna-

tlonal non-governmental “organizations and other institutions

" dealing with adult education.
To undertake and promote the orgamzatlon of conferences, seminars,
training courses, the operation of documcntatlon centres and-
- a publication program.
To undertake such. other activities as the Council may decide, in
pursuance of its aims.
The council has rapldly established close rclations with other inter-

national organizations, including the International Council on, Cor- .

respondence Education, the International . ing Assocmuon, the’
World Allianc¢e of YMCAs, the International Congress of Umvcmty

Adult Education and the In,t«:rnatlonal Federation of Library Asso- -

ciations. The council has also wiscly recognized that the strength of
any international organization ultimately depends upon the strength
of its regional sub-structures and to this end it has set up or is in

&
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process of sctting up regional information centres in East Africa’
: South-East Asia, Eastern Europe, the Middle East and Latin America- .
Wherever possible these regional centres are being shared with the
relevant regional adult education association.
At the root of reglonal ‘and international co- opcratxon lies co-
operation between key institutions. Both the Adult Education Division
of Unesco and. the International Council for Adult Education have
fully grasped this fact. Since the Tokyo Conference, the former has .
introduced a regular publication entitled Information Notes: Adult Edu- * - -
cation, which alrecady has a world-wide circulation, "and prepared ’
directorics of decumentation centres, adult.education journals and
associations of adult education. The explicit object of these publica-
tions is to build up a world-wide communications network so that
adult education agencies no matter where they may be can establish
direct and indirect contact-with agencics clsewhere in the world
which are facing similar problems or which have adopted programmés
and methods whith scem challenging. ® For its gart, the International
*ouncil signific ¢lected for its first major seMinar in Scptcmbcr
1974 to bring fogether the senior officials of national assocxatxons of
adult education. -
When considered in an mtcmatlonal perspective adult education A
has two facets. On the one hand, there is the question of the contribu- _ * -
tion that international aid schemes can make to4ronipg out mcqua-
lities between nations. As we have seen, the grcsc scale of aid is
quite madcquatc, although the cxpcrxmcnt td literacy projects
have shown what wonders can be pcrf rm ‘i by means of intimate
collaboration between agcnc;cs and adcqha ¢ funding. On the other
hand, there is- the question of international co-operation as a factor
in the dcvclopmcnt of adult education. Hcrc the present auguries are ~
most encouraging. | -

-

&

1. Thus, in Geneva in 1973 a meeting was convened jointly by Unesco and the -
International Bureau of Education to consider ways and means of streng-
‘thening the links hetween adult education documentation centres. In tonsc-
qucncc, an international co-opcrauvc abstrdcting service is-being developed.

.
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‘Towards alearning society | -

At thesend of Chapter, 1 it was suggested that adult education had
climbed to a higher plateau than might have seémed attainable cven
ten years or so ago. The question now is whether it will slip back or
mark time or advance upwards. The short answer might well be that
. everything depends upon national priorities and choices. So it does.
Nevertheless, certain inevitable or likely trends are to be predicted
which transcend national barriers. It is also possible to specify certain
measures that, irrespective of national circumstances, would transform
adult educdtion into a full-blown public service with an extensive
coverage. . o . ~

What are the inevitable trends to be discerned ? The first is that .
private consumption of ‘adult education will continue to cxpand. Even
if thwarted of public support, the active and ambitious will find ways g
and means of satisfying their desire to learn whether by-studying alone
or by paying the mayket price to an institution. But, as stressed repeat-
cdly in the preceding pages, these activists will tend to be among the
relatively privileged. Secondly, there will be a continuing expansion - ‘
of facilities for occupational training simply becausc’governments, |
employers and trade unions have a vested interest in securing and |
maintaining the efficiency of the work’ force. Thirdly, it is difficult |
to sec how the process of institutionalizing adult education can now
be arrested, for if institutions are difficult to create, they are even more
difficult to destroy. Fourthly, the newly established cadres of full-time
educators will ensure that the smattering of professional expertise
is rcinforced. Fifthly, international cxchanges of ideas, information .
and personnel will continue to proliferate if only because there are
now so many regional and international associations anxious to streng-
then their programmes and a rapidly increasing number of adult edu-
cators deeply interested in innovations outside their own countries. »

[%

203 |
7




I

- . . !

~ 4 |
* |

N I e Therndttation of adults: a world phspectice
’ ' - o R 1 TR o |
A = - Sixthly, the democratic spirit of the age indicates that the hicrarchical

p structurc of adult education will steadily crumble as subject-ceptred
“instruction progressively yields to activities focused on indi
ledrners largely controlling their owa studies. Scventh, the applic

e "7 of cducational technology will intensify and becom¢ more effecti

Finally, the tendency for governments and adu-lls cducators themsclve

. to regard adult cducation ds being designed as much to meet commu<!

. nity as individual nceds will continuc. ' i _
@ . So much for ncar certainty. There is then a wholc series of desir- 5
. ¢ able developments, all cnumerated in preceding chapters, which may "
or may not flourish becausc their yiglity depends upon the willingness ’ j

-+ of governments to sustain and finafice them. They include, among many

others, ryising the @dminisirative status of adult ¢ducation until it

.~  attains parity with other sectors of education, expanding the numbers

. ~ of full-time staff, and cnsuring that suffitient accommeodation and

. lcarning aids are made available for adult learning purposes. 1

Elsewhere reference has been made to the well-known gulf be-

~«  tween words and deeds and to the time-lag between the enthusiastic

. ‘acceptance of ncw cducational theorics or of innovations in organi-

. zggional and teaching mecthods and their practical implementation.
At the cnd of the general debate at the Tokyo Conference,’ René

. . Mahecu, who has listened in his time to more futflristic declarations -

than most men, wryly mused:! . ) ‘

When one compares the debate which- s just taken place with.
those of previous conferences of a similar npture, the progress
.t in idcas.is striking. Where did the concept of life-long education.
) stand before the Montredl Conference in 1960, or .that of.
functional literacy before the TFeheran Conference of 1965, or
. that of cultural development before the Venice Conference
" of 1970? Al thesé idcas which are now presented and aceepted °
as obvious had as yet barely.cnicrged, and were far from being
rcadily understeod, much less freely accepted, by all..I have a
confession to make: I sometimes even wonder if such new, such
complex ideas, which entail such profound social and mental
, "« changes can rcally have been assimilated so quickly, in their.
- . practical_implications at least; if this assimilation had been as
‘ - real afrﬁnas been swift to manifest itself at the verbal surface
i level,/we should now be witnessing changes in our societics
" which, one is forced tq admit, have not occurred with the same |
* . rapidity. - « .

‘Adult cducation has suffered throughout its history from verbal praises
néver matched by practical hssistance. In gencral it has survived and
. sometimes Tlourished in spite of receiving only meagre official support.
But in most countrics it has today probably rcached the limits of
o" qualitative, though not’perhaps of quantitative, growth, unless it -

‘

_ 1., Final Report, op. cit., p. 70.
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receives'ldrge-scale official support. Its future development depends,
that is; “upon the imaginative but realistic recommendations of the.
Tokyo - Confetrence being put into practice. : :
John Gairns, Director of the Adult Education Division of Unesco
at the time. of the Tokyo Conference, has summarized his assessment
.as follows:? P = '

~ ...~ the Tokyo Conference set the stage for adult educdtion to
develop, to expand, and ‘to play a crucially important role in
.- the re-shaping of education and of society which is now taking
place. No-one present in Tokyo could ‘fail to be encouraged,
‘excited and stimulated. Similarly, no-one concernéd with the .
follow-up of the conference, with. the translation of ideas and
. xecommendations int¢ dction, will have any illusions about the
difficulties. But the /creative and-positive characteristics of the
conference itself, the follow-up activities already under way in
many countriés and; in particular, the remarkable support to
adult educators manifested by .Member State§ in the seven-
teenth session of the:General Conference of Unesco (October
and November 1972) éﬁp solid grounds’ for optimism."* '

" That summary is an accurate evaluation of the tone of the Tokyo
Conference and of the subsequerit debate at the seventeenth session of
the General Conference of Unesco in, 1972, but the pregnant phrase

" is ‘no one ... will have any illusions gbout the difficultiés’. The
_ difficulties are immense. If they are to be overcome, positive measures

. . have tobe taken primarily by governments but also by adult educators . -
. and those publicspiritél men and women who voluntarily devote some_
of their time to adult educational causes. , e
' In the first place, the dull image of adult education has to be
refurbished. In a speech, given in 1937 the'late Richard Livingstone
- explained Why for him education.‘lagsiand falters’. It.was.2 ..
"+ because one’s heart does not normally leap up at the thought of
" it—and I de not,think we shall ever get any forward movemgnt
in this country until more people’s hearts do leap at the thought
" of education. - . . S .

Itis true that the hearts of most people still fail to leap up at the thought
. of education but at least they have few doubts about the material value .
. of the certificates and awards conferfed by the formal educational L
~ system. Hearts' must;beginto leap just a little when they behold adult - :
- education, for only then will the providing agencies be sure of the .
backing of a.public constituency of political substance. At present, ' |
politicians can see themselves winning precious, few votes by standing, . * Lo
‘on an adult education platform. For this they-can scarcely be blamed, |

< - PN

1. J. C. Cairns, ‘T{l_c Lessons of Tokyo'#Prospects, Vol. 111, No. 1, Spring 1973,
. p. 122, L ' _ . )
2. ‘B. 8. Hutchinson (¢d.); dims and Action in Adult Education, p. 34, London; 1972.




: SRy e >
“ A . b The education of adultsi a world perspective
14 , ;

- . -since their main concern is<to reflect public opinion, not to mould it.

They cannot be expected to shout down obstinate parents whoude not -

.. give 4 fig for their own education ‘but insist that their children must -

. havethe best primary or secondary education available. It is significant
that the few leading politicians in the world  whq zealously crusade .

. on behalf of adult’education are mostly to be fovmd in countries where

“*nation-building’ is the immediate goal of education and where they
¢an count upon mass support for educational canipaigns aiméd at
overcoming visible social problems.: Politicians in genefal will acclaim . -

_ adult education only when there is a vociferous demand-for it. ,

' It is easy to State that adult education should be a comprehensive
nation-wide service articulated with the educational system and so.
flexibly structured and financed as to minister to a multiplicity of
adult learning needs. But this vision® cannot be attainéd'without adopt-

" ing policy options related to the social philosephy of ¢ach State and .

_without comprehensive and careful planning. Unlike the Montreal

 Conference—and this in 't§/:lf was a significant fact—the Tokyo - »
-Conference devoted time l{t)th in its plenary sessions and in one' of its
two commissions to the important topic of planning. Nevertheless, -
in the final address at the conference; René Maheu feltconstrained
to say:?! ’ : ' i . » :

Among the questions which the Conference has perhaps not
- had time to go into sufficiently is that of planning. The problem
of the priarity which you would like to see given to adult edu-
cation cannot be solved unless such education is integrated jinto -
general planning. So long as it remains on the fringe or, to put
it another way, continues to be the responsibility of different
ministries, the problem of adult education in the context of
life-long education as you have defined it will remain undi-
‘minished, and I think it is vital to submit to cldser analysis the -
conditions determining the .meaning to be attribited to the -
words ‘policy’, ‘plan’ and ‘programme’. To this end, adult
. education must first of all be recognized as a field with which.the

« authorities responsible for the general planning of national

- dcvelopmcntm%nc"ém themselves. :

No matter how intrinsically splendid adult: education .may be and
however great its-potential as an instrument of economic-and social
development, it cannot prosper in the absence of unstinting public

. support. This means that its value has to be as evident to ministers,

. government officials and taxpayers as it is to the leading spokesmen

for the professional field. At a.meeting of the Unesco Out-of-Shool
Committee held after the Tokyo Conference, this pointwas well taken:* .

In the same connexion, the Committee felt that, without belittling

»

" 1. Final Report, op. cit., p. 78. .* .
2. Unesco doc. Ed. 73/Conf. 501/3, p. 5. .
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- the impoifta}lcc and value of mcétingSgo_f adult education ckpcrfs,
priority ‘should for the future be given. to actiVities directed
towards thosewho were not already convinced supporters of the

principles of adult education. ° - ., . , .l

. . . “ oy . ] ’ AN ..

-5 Toa considerable degree, wi"nning public support on the requisite scale -

’ entails formulating the aims and functions of adult educgtion in_

- terms analagous with proposals for national investment and commit-
ment in other spheres. ' . o

.. -~Theoretically, it is possible to conceive of adult education expand-
. ing quite separately from the regular system and, indeed, in practice
' Céta.l

&
wit e

" intervention from the public authorities. But both financial and peda-
gogical factors dictate that the two elements should be fused to a-
greater or lesser extent.? Froni the standpointsof public financing

" education at a time when, in most countries, the over-all expenditure

and intensive use of existing plant. and personnel. B
 “The concepts of lifelong and recurrent education as- yet représent
little more than an ideal but there seems little doubt that many govern-

- ments are committed, however haltingly, to facing up to the opera-
“ tional implications of trying to make educational opportunities
~ available on a recurrent basis, éspecially with respect to occupational
" training. One of the Key implications of recurrent education strategy
-is that the regular system must be re-structured to take-into account

* best be acquired not at one stage in a long, uninte

age, especially ip those mary countries where the national resources

alone primary scheoling for all. On the contrary, it will become attrac-

tive to maintain school-ledving ages at present levels and to introduce
‘schemes for alternating education and work. -

_ Loéking to the near future it is naive to-anticipate the advent of

“Systems of mass adult education which will enable any adult to satisfy

a learning need whenever he wishes. Indeed, any attempt to intrgduce

9 a mass system might prove to be self-defeating. .Adequate human,

physical and financial resources would be lacking and practical action

s o o ) ) ‘ e .

" 1. Itis significant that the distinguislied American adult educationist, Professor

C. O. Houile, has given his recently published book, which aims to provide

‘a unique and workable system’-for adult education practice, the tifle of”

. 'The Design of Education, op. cit.

W

Ertain branghes of adult education, such as education within employ-
_ ment, ar¢’growing spontaneously even without any. prompting by or, .

alone, it is simply not faasible to'devote large sums of money to adult 2

" " pn education must be kept constant or cut back. The solution lies -
ratherin the re-allocation of existing resources and in more efficient . -

the particular areas of knowledge and the partictrg-r skil® thatc an

upted pre-work
period but via an alternation of school and work experienfs. Thus, =..
it will no longer be necessary to keep pushing back the school-leaving -

are quite inadequate to firiance, universal secondary education, let ,
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would be constantly deferred, while unavailing efforts were made
to reconcile irreconcilable interests and t¢ set up a model adminis-.
trative structure simultaneously comprehensive, effective and flexible. - l
The pursuit of a mass system might thus tesult in waste and ineffi- 1
ciency since everything cannot be done at once."What is the alterra- ,
tive ? It is to prescribe a hierarchy of prioritiey. Throughout the present . |
- study, it has been argued, echoing the dominant theme of the Tokyo - -
Conference, that the first priority must be to assist the educationally |
underprivileged. In many countries, the pursuit of that priority will
absorb most-of the available resources for the foreseeable future. For
other countries with greater resources, the chojce of further priorities .
will depend .upon national traditions and currgnt social, economic - o
and cultural pressﬂ&:s. : . oo
- *"In future years the learping needs of adults are bound to increas
rapidly not only in quantity but dlse in variety because of the twofold
cffect of the rapid rate agwehich the world-population is expanding and
the-increasing complexity-of life. If adult education facilitisg continug
to expand at the same rate as over the past fifteen years, gratifying
though-that rate hag been, thén the gap between needs and fulfilment
will steadily widen. In order to reduce the gap the present facilities
will have to be multiplied many times over and firmly co-ordinated. ¢
. The most serious concern about the future of adult education is
that it will be subordinated mdre and more to the exigencies of econo-
mic productivity. Activities leading to enhanced occupational skills
will receive every-encouragement whereas other activities may -be
-neglected.! This danger is most likely:to be averted if lifelong edu- -~
cation becomes a formally accepted means, towards - continuing
personal development as well as updating occupational knowledge
and skills, If the hypothesis is accepted that further education during
sadult yeats is good for the individual and crucial for society, efforts
must be made to strengthen the interaction between education and
the formal educational system. The main functions of adult education
“might then be regirded as: (a) to give adults a second chance to obtain =~ .
qualifications missed during childhood and ‘youth; (b) to provide .
non-certificated courses for those interested in broadening their minds; '
* = {c) to promote self-development thrpugh increasing self-knowledge;
(d) to update or provide essential occupational expertise; (e) to

1. cf. OCIPE, op. cit., p. 18: ‘Failing a world-wide vision of education at commu- a
nity level, supported by appropriate means of fulfilling it, it is to be feared that -
the adaptation-of_people to the working of the econgmic system will take
. precedence over thd adaptation of education-to people. The need of continuing
- vocational educatién is not in doubt. What is questioned is the tendency, y
* already widespread among member countries, of putting the accent on fitting
people into_the existing pattern of production and consumption, and neglect- « «
ing the demands of personal and social development, including the demand to -
have the opportunity of influencing the evolution of society.’ . ’

w
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lving pcrsonal and cémmunal problems and
; {f) to promote com unity action.

The ultimate geal whlch subsumes jall-th@ aspirations of progres-
sive thinking "abodt adult education is that of a ‘learning society’ in
which knowledge will be ‘continuously reappraised, expanded and
' 1sseminated. LLe”'rr\ung will begin' at school and continuc

t adulthood. Soclal institutiohs at e¢very level will be orga- .
10ns WIIl be as much concerned

ertalnly-——an ancient vi 1on, too—-—-but one Worth_holdlng cons}antl‘y ', /
1nv1ew %

<,
For-some time since the Second World War optimisti statemebts
have regularly been made to the cffe¢t that adult eduedtion is at last -
‘about to feach its millennium. For ¢1cample 3

. T am inkclined to think that cducato living about a hundred.-
years from now. wil charactensc the latter part of the 20th

#century as the period in which adult education—iri hundreds :_
of different ways—came of age and l.;ncreasungly influenced and
changed the old ways of teaching.

Immediately after the' Montreal Confgrence, the late A. S. Hely
wrote a’ commemorative volume which has sm/cc' bccomc deservedly -

Hely set the scene of the Montreal Conferencé in a historical perspec-
tive and assessed the world-wide statu of adult education in 1g60. He,
too, was heartened by the current trends which he jdentified and took
a rosy view of future prospects It seemed to him that adult education ,
was ascendlng an upward path. :

"Although many an adult educator. tmhng away in an isolated
‘community may feel frustrated by his /qwn apparently slow progress,
~ there can be no question that adult education as a whole has progressed -

. since Hely recarded his opt1m1st1c assessment. There is more awareness
in political circles of its economic and social value; its functions have
*been enlarged in operational practlcc, in almost every country there
has been remarkaﬁi?e growth in the volume of participation; in some
respects there has been a parallcl, qualitativeimprovement. The ques-
tion is: Will adult educatien prospcr in the aftermath of the Tokyo
Conference? .

The answer may well hinge upon the way governmcnts and inter-
‘hational organizations finally respond to the recommendations made
at the conference. When the conference began, many a delggate was
heard to predict that it would be the last gathering of its kinid. By the
time the closing session had been reached delegates were so stimulated.
by the lively discussions that had taken place and the constructive

T Novrup, in F. Jessup (ed.), Adult Educatwn Towards Social and Political Re-
spam-zbzl:t_y, p- 16»17, Hamburg, 1953.

\

209




o 57:: education qf gdull: a world pmﬁ«%vc -
’ ‘z‘; QIB } LI
’ | © ‘ B
proposals that had been put forward that ¥hey unanimously resolved.
~ that another international confgrence should be held not in ten years’

time but after a much sharter interlude. Thé Tokyo Conference pre- -
sentéd governments and Unokco itself with a pc'léuasivc blueprint

for energetic action. The concfte proposals for expanding and diver-
sifying adult education scrvicéﬁ,{Will be-costlyfor most countries but not
rohibitively so and, arguably; the’cost wilt be- handsomc?géoupcd

rom. the ensuing economic, s¢pial and cultural benefits.
In the past, policy-makets neglected adult educatiofi because it
seemed a low public priority:and the voices of its spokesmen sounded
’ /?;sitant and discqrdant. The Fjnal Report of the Tokyo' Conference sets
orth compelling reasons why in the future adult education should be
raised fo the $ame status as primary, secondary and university edu-

ed. Ifinpractice adult education continues to suffer from neglect and
the prophecies.of its more sapguine supporters §re not borne out, it

. cation and gives clear guidance as to how that eltvation can be-achiev-

will be because the Tokyo recommendatio Rave|been quietly buried.

‘v«
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